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ABSTRACT
Characteristics of Adult Dropouts
and Persisters in University B. A. -Level
Programs: A Developmental Stage Analysis
August 1973
Inez Anderson, B.A., Rhode Island College
Ed.D., University of Massachusetts
Directed by: Dr. Sheryl Riechmann
Adult, post-secondary education has expanded
rapidly over the past few decades. Due to a decline
in the population of "traditional" college-age student
and the increased value our society places on education
,
adults are enrolling in college-level programs in greater
numbers
.
The life circumstances of the adult college
student are different than those of the eighteen to
twenty-two year olds, for which most programs were
designed. Research in adult education has not explored
the effect of those personal circumstances on the per-
sistence of adults in completing a college degree.
The ^ (N = 214) were self-selected from a
potential ^ population of persons over twenty-seven
years of age who had enrolled as full-time undergraduate
students at the University of Massachusetts, Amherst,
over a three-vear period. The had been enrolled for
at least one semester and then left the University , either
as dropouts or graduates.
vii
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The present study is a preliminary investigation
of influences on adult students. It used a mailed
questionnaire survey format to retrospectively assess
the influence of six variables. These variables are
factors in adult student's personal environment and
have affected the adult's educational experience at a
large land-arant university. The research questions
explored are; the influence of family members ' attitudes
toward the adult's educational endeavor; the cost of
education as it relates to other financial responsibil-
ities; the influence of job responsibilities on the
educational endeavor; the attitudes of faculty and other
students toward adult students on campus; the influence
of the adult's prior experience in education; the effects
of health and physical limitations on the adult's
educational endeavour.
Statistically significant differences were found
between dropouts and persisters on items in each of the
six areas of investigation. Differences were found
between age groups in four of the six areas of investi-
gation. Conclusions and programatic recommendations are
made which are intended to decrease the dropout rate of
adult students, once they are enrolled at a university.
TABLE OF CONTENTS
LIST OF TABLES .... XI
Chapter
I. THE DEMAND FOR UNIVERSITY-LEVEL ADULT EDUCATION 1
The Demand for Adult Education 2
Identifying the Variables: The Reasons'
Adults Dropout or Persist to Graduate
.
. 12
II. INFORMATION FROM THE EXISTING LITERATURE ... 26
Adolescent Persisters and Dropouts 26
Adult Persisters and Dropouts Studied in a
Variety of Programs 32
Psychological Characteristics of Adults . . 64
III. THE RESEARCH METHOD 80
Definitions 80
The Research Questions 81
Method of the Study 83
IV. THE RESULTS OF THE STUDY 89
The Subjects 89
Influence of the Family on the Adult Student 93
The Ability to Afford School and Meet Other
Financial Responsibilities 99
The Supportiveness of the Job to the Adults'
Educational Endeavor 106
The Influence of Attitudes Adults Encounter
on Campus 112
The Influence of the Educational Background
of Adult Students 128
Health as an Influence on Adult Students . . 135
Summary 139
V. LIMITATIONS AND IMPLICATIONS OF THE STUDY . . 143
Results Summary and Supporting Comments . . 145
Implications for the University 158
The Priorities for Additional Research . . . 162
Conclusion 1^^
IX
LIST OF TABLES
Table 1. Major Variables Related to Adult Persistence
and Dropping Out 18
Table 2. Items in Burgess' Factor: "The Desire to
Reach a Personal Goal" 40
Table 3. Attitudes of Family Members 94
Table 4. Responses Related to the Influence of
Family on the Adult Student 9 5
Table 5. Adults' Ability to Afford School and Meet
Other Financial Responsibilities 101
Table 6. The Difficulty for Adults of Various Types
of Expenses During Their Last Year .... 104
Table 7. Adults' Motivation for Returning to School . 108
Table 8. The Extent and Influence of Adults' Employ-
ment on Their Educational Endeavor .... 110
Table 9. Responses Related to Faculty Attitudes
Toward Adult Students in Classes 114
Table 10. Adults' Perception of Faculty Attitudes
Outside Classes 119
Table 11. Adult Students' Perception of the Attitudes
of Younger Students Toward Themselves . . 122
Table 12. The Frequency of Activities Providing
Contact Between Adults and Other Students
Outside Class 124
Table 13. Adult Students' Discomfort in Classes with
Younger Students 127
Table 14. The Extent and Nature of Prior Education of
Respondents 129
Table 15. Post-enrollment Problems and Adults'
Responses 1^2
Table 16. The Influence of Health on Adult Students . 136
XI
CHAPTER I
THE DEMAND FOR UNIVERSITY-LEVEL
ADULT EDUCATION
Adult education is a rapidly expanding field.
With its foundations in citizenship classes, adult
basic education, and the chautauquas of the last century,
it has grown to encompass a very wide variety of subjects,
serving perhaps as much as 20 percent of the American
population at one time or another in their lives.
With growth has come diversity. The field can
now be divided into at least two distinct areas: adult
basic education or adult-oriented high school programs,
and adult post-secondary education. Major development
of post-secondary programs occurred particularly in
the 1960 's. The planning and implementation of national
programs such as University VJithout Walls (U^VW) in the
United States and the British Open University in England,
plus programs in major state systems such as Empire
State College in New York, indicate the recognition of
a growing need for adult post-secondary programs.
Most adult students participating at this time are
enrolled in programs designed for 18 to 21 year olds,
since adult-oriented programs are still not widespread.
The adult student's background, interests, and current
1
2responsibilities make him/her different from the traditional
younger student. For example, work, travel, and hobbies
may provide adults with factual information and insight
into interpersonal and societal affairs. Different
life stages may bring into focus different concerns
related to job, family, and interpersonal relationships.
As a result, the adult may bring special constraints
as well as insights and motivation to college that are
not usually brought by a younger student. For these
reasons a program designed for the younger student may
not best meet the needs of the adult who wishes to earn
a bachelor-level degree.
The Demand for Adult Education
With a decline in the birthrate and longer life
expectancy resulting from better nutrition and medical
advances, the average age in the United States is
expected to increase for at least the next 40 years.
That is, there will be a larger and larger percentage
of the population over 25 years old. Many or most of
these people will have completed high school during
their adolescent years. Skills and information required
for those adults to work may have changed dramatically
since they finished their formal schooling. Careers
they trained for may be phased out as a result of
technological advances. Even some leisure activities
3now available, such as building electronic equipment or
mini-computer programming, have resulted from recent
technological developments. To participate, adults
may need additional training.
Perhaps as confirmation of this need, proprietary
schools enroll over 3 million students each year.
Wilms (1974) found that one-third of the students in
proprietary schools surveyed said that they expected
eventually to get a bachelor's degree. Pitchell (1974)
notes that 2.6 million people were enrolled in employer-
sponsored educational programs or programs sponsored by
community organizations. Carp et al. (1973), in research
for the Commission on Non-Traditional Study, found that
in surveying a national sample of 1,639 households of
adults 16 to 80 years of age, three-quarters indicated
an interest in some form of continuing education.
It would seem then, that there is a demand on
^
.
the part of adults for higher education. Presumably,
as the percentage of the adult population increases,
the demand will also increase. Increases in leisure time
due to the shorter work week should also increase interest
in education. At the same time the number of traditional
"college age" people will decline. The increased adult
demand occurring simultaneously with the decrease in
numbers of younger students will result in higher
4educational institutions shifting their focus to both
groups
.
To meet the adult's needs. In taking on the task of
educating both younger and older students, program
planners will have to recognize the differences between
the two groups. For 30 years, researchers have explored
the interests, needs, and abilities of adult students.
However, no consensus has been reached on the best
design for adult programs. Recent work exploring adult
developmental stages indicates that there may be no
one way to design a program because adults are not one
population of people. Age and the related responsibili-
ties and interests may break up "adults" into a number
of groups with characteristic interests and needs for
each group.
At different ages (stages) , family, employment,
and interpersonal relationships will make different demands
on adult students. For example, a woman in her late teens
or early twenties may have no family or dependents. In
her early thirties she may have young children. Concern
for their comfort and safety may limit when she can work
or study. When she is in her early forties she may
feel that teenage children do not require her being at
home during the day, leaving her more time to work or
study. The same woman in her early fifties may
find that
her children are now independent. She no longer
needs
5to plan her activities with the needs of her family
in mind.
For the woman in the example, an educational
program to meet her needs may develop and change as
her children grow. It might provide the most flexibility
in schedule when her children are young. A focus on
increased earning power may help her support her teenage
children and save for their college years. An opportunity
to develop leisure interests, meet people, or advance
into the highest levels on the job may interest the
woman after the demands of her family decline when
children move out of her household.
To meet the needs of adults at different ages,
educational programing will have to recognize the changing
demands and opportunities they face. In addition,
research is needed to examine the student's experience
at different ages to add to our understanding of the
obstacles adults face. Application of these research
results to educational design will result in programs
that will best meet the adult student's needs.
Some benefits to society from adult education. The
benefits of education include retraining for jobs and
leisure activities, training for new careers and personal
development. However, the education of adults benefits
the society as well as the individual. Education may
be a vehicle to improve communication between groups
6within th0 soci0ty. Univ0irsiti0 s solv0 socia.1, political,
sci0ntific, and 0conomic probl0ins. Wid0 accass to infor-
mation and skills for problom solving within tho population
will improv0 the quality of lifa for avaryona. For axampla,
soma aducators baliava tha shift to aducation of both
young and old will improva ralations batwaan ganarations.
Colaman's Committaa (1974) notas "that a major maans by
which skills, cultura, idaas and information is transmitted
is vanishing as direct contacts between youth and adults
in structural situations decline .... An additional
benefit to society of social integration between youth
and adults is that it facilitates social order and lessens
the social conflict between ages" (p. 132)
.
Further, many educators believe that social change
toward more equitable societies is the proper mission of
education and that the education of adults is part of
this task (e.g., Bowles and Gintis) . G.L. Anderson (1972)
compares the historical mission of the land-grant schools
to modern problems. "We do not seem to know how to
govern ourselves in our cities, how to educate all our
youth effectively, how to administer justice evenly, or
how to distribute our goods and services equitably.
Research, basic and applied, and pervasive education as appli-
cable to human welfare as to technological and agricultural
development are called for" (p. 16) . Adults may be the
students with wisdom, experience, and influence enough
7to apply research to contemporary problems.
Holleb (1972) notes that the public institutions
of higher learning have, since the Civil War, played
a role in dissemination of information and problem solving
in the rural areas of the United States. She points out
that the problems of the urban poor, however, have been
substantially ignored by higher education, even when many
urban schools find themselves physically located in poor
areas. Of the three areas where public policy could be
enlisted to defeat poverty, higher education is responsible
for one: training of human resources and development
of community programs designed to raise skills and pro-
ductivity of workers who could become self-sufficient.
Adult workers should certainly be considered as part of
this group.
The context of the proposed study. Clearly there are
benefits to the individual and the society from expanded
opportunities for adult education. Although there is
an interest on the part of adults in educational programs
and even though the educational institutions are beginning
to respond to that interest by admitting adults into
traditional and special programs, there has not been
sufficient research to assist in the planning of additional
facilities or the modifications of old ones.
Since the 1940 's there has been some research on
adults in education. It is hard to know how to apply
the
8from thos6 studios, howovor, sine© there are
many limitations to the research. One problem that makes
it difficult to apply the findings is that the "adults"
that have served as the focus of that research vary
widely in age. Some are groups of people still in their
teens, but who have dropped out of high school or who
for some other reason have been away from formal school
for some time; some are people who, late in their lives,
in retirement, participate in educational programs.
Other groups fall in between. During the last two
decades, examination of the developmental stages of
adult life has uncovered differences in needs and
motivation of adults at different periods in their lives.
The application of those developmental stages to adult
students needs to be clarified to help interpret the
information that we already have.
Another problem encountered in trying to apply
the findings of past studies of adult students to current
circumstances lies in the purpose of the groups that
have been the focus of this research. Some adults were
participating in courses or programs designed to provide
recreation for adults. Adults in groups designed to discuss
religion or to teach skills in crafts for hobbies may
have a very different purpose in participating than those
who attend adult high school programs that lead to the
high school diploma. Adults who are looking for training
9in a new trade may have different goals from the adults
who return for a bachelor-level degree. At this time it
is important to clarify which research findings (recrea-
tional, trade, basic education, and higher education)
apply to the group that returns to college for a bachelor-
level degree.
Research on adult dropouts is also difficult to
interpret because it has been done on people who have
dropped out of programs of substantially different lengths.
Some studies look only at people who drop out in the
middle of a semester from a one-semester course. Others
look at students who take one course but do not register
for another offered by the same agency. Still others
look at people who enroll in a program that provides
a sequence of courses or semesters that might extend over
several years but who drop out before finishing the whole
sequence. It is not clear whether the problems that force
an adult to drop out in the middle of a one-semester
course are the same as the ones that influence dropouts
from much more extended programs. There may be problems
associated with the extended programs that are not
difficulties for people planning on participation for
only one semester. To discover which problems are important
for the adult enrolling inthe bachelor-level program,
the appropriateness of the application of the findings
on various populations then needs testing in relation
10
to a population who plan on the extended curriculum.
Another consideration that needs to be addressed
when applying the findings of research on adults to the
development of adult programs is the context in which
the older research was done. The changes in our society
over the years are substantial. For example, my grandmother
at ten years old wore long dresses and high button shoes
and learned to read and write at age eight or nine. My
mother wore midcalf-length dresses and tie shoes at ten
and went to school from age seven. I wore slacks and
sneakers at ten and began school at age four. It is
from very different experiences and assumptions about
education and the way the world is that my grandmother,
my mother, and I might formulate our educational goals.
We might expect very different things to be provided
for us. Information discovered about my grandmother
might not apply to me as an adult student. Therefore
it is important to check that the information we have
gained about adults, their needs, goals, and problems
still is relevant to the contemporary adult student.
Due in part to the advances in computer design and
availability, and the developments in methodological
design, research in education in general has changed
greatly over the last 30 years. At one time, sophisti-
cation in statistical analysis of large amounts of data
was unthinkable because of the limits of time and
11
technology available to researchers. This leads to
another problem in trying to interpret old findings
that were the best products of researchers 25 years
ago. Replication of these results will make them more
applicable to the contemporary design of programs.
The proposed study. The University of Massachusetts at
Amherst is a state land-grant university of 25,000
students. One estimate indicates that at least 2,500
adults are enrolled at the University each sem.ester.
This would make adult students as much as 10 percent
of the student body. (This does not include the students
enrolled through the evening-oriented Division of
Continuing Education.) If 5 to 10 percent of students
in most publicly controlled colleges and universities
across the country are adults, there are hundreds of
thousands of adult students participating in public
higher education.' For the most part, they are in
programme that were designed to educate adolescent and
young adult students, directly out of high school. They
do not incorporate special features for adult students
to meet their special needs.
^In 1974-1975 approximately 6,700,000 students
enrolled in publicly controlled higher educational
institutions in the United States (Source; Inrormation
Please Almanac, Atlas and Yearbook 1976 , Ann Goxenpaul,
ed. Mew Yorki Viking Press—The Information Please
Publishing, Inc. 1976). This might include well over
half a million adult students.
12
Identifying the Variables: The Reasons
Adults Drop Out or Persist to Graduate
In working with adults at the University Without
Walls (UWW) for two years, I developed a number of hunches
as to why adults drop out or persist. There seem to be
three categories of influences on adult students. Each
might be explored to learn more about the situation adult
students face and the ways in which programs might be
most effective.
Some factors that could be used to examine influences on
adults
.
One factor that influences the adult student is
his/her personal characteristics. Such things as ability,
anxiety level, orientation to authority, and self-
confidence are examples of these personal characteristics.
A person who has a great deal of trouble learning would
probably find that a college program was too difficult.
Someone with a very high anxiety level might find the
testing situations usually encountered in college or the
pressure to complete a specific amount of work in a
fixed time too difficult. These personal characteristics
of the adult student might be evaluated with personality
and intelligence tests. Some preliminary research has
been done already in this area. The research is not
complete, however. Additional information should be collected
13
with testing programs, supported with attempts to plan,
implement, and evaluate possible components for adult
education programs that could affect these areas of
personal characteristics. This is not the focus of
the proposed investigation but should certainly be one
focus of further research.
A second factor that influences the adult student
are the characteristics of the program in which he/she
is enrolled. The number and kind of prescribed courses,
the flexibility in the program (providing choices in
mode of study as well as subject areas)
,
and the support
services (e.g., financial aid, degree advising) available
might all make completion of a program more or less
difficult for the adult student. A survey of program
characteristics combined with an examination of the rates
of dropping out or persisting might give some clue to
program planners as to types of support services that
seem to help adult students persist and the degree of
academic flexibility that is most desirable for adult
students. Again, this is not the focus of this investi-
gation but is an important area for additional research.
The third influence on the adult student is the
personal situation into which he/she is trying to incorpor-
ate school. Information about the student's experience
can come from two sources. Demographic characteristics
of students, including age, income, number of dependents.
14
number of previous years of education, and so give
P^^ofiles of some factors of the life circumstances of
adult students. The self-reported perceptions of how
these demographic environmental factors actually affect
the experience of a student will provide additional
understanding. The influences on the student that either
frustrate or expedite the pursuit of the degree will
be in part under the student's control, in part under
the control of a program planner or implementer, and
in part out of the control of either. Once the importance
of these influences is established for the contemporary
population of adult students, implications for program
planning may be determined. This is the focus of the
proposed study. A survey of a representative sample
of the adult students who persisted to graduate from or
dropped out of bachelor-level degree programs will
establish the importance of a number of variables of the
personal environment of adult students.
Identifying the areas of influence to be examined in
this study. From my own experience with UWW adult students,
I feel that there are circumstances that sustain an
adult student through the discouraging moments (computer
0j-j-ors
,
closed courses, financial problems, sickness,
and other troubles) that beset students of all ages,
and particularly adult students. There are also some
15
circumstances that seem to make it almost impossible
for an adult to finish a program, despite high interest.
I was aware, however, that the \jm population of students
is carefully selected and is therefore almost certainly
not a representative group of adults. Further, the UI'M
is designed specifically to "run interference"
for the students. The problems that they encounter and
the help they receive may be different than that of the
typical adult student. In order to confirm that my
own ideas applied to a broad population of adults, and to
identify any problems or strengths I might not have
encountered, I interviewed a number of people from a
wide variety of agencies on campus who work with adult
2
students. Each of the people selected has direct
contact with adult students regularly and, in some capa-
city, has responsibility for helping them. At least three
of those I interviewed had themselves returned to school
to complete a college degree after being out of school
for a substantial time and therefore had a personal as
well as professional perspective on being an adult student.
In interviewing each University staff member, I
explained that I was trying to develop a list of some
^Those interviewed were: David Baillie, Director,
CAOS Center; Ginette Harrelson, Financial Aid Office:
Dee Drake, President, Non-Traditional Student Assembly;
Steffanie Bourbonnaise , Veteran's Affairs Office; Kathie
Ryan, Transfer Affairs Office; Ed Karris, Director,
and Joan Eignor, Continuing Education.
16
variables that might either cause adults to overcome all
obstacles and graduate or cause them to drop out. I
explained that I was soliciting "hunches," "guesses,"
and intuition, not necessarily established facts, as
I hoped to test some of the variables I compiled. I
had developed my own list from my personal experiences
and sometimes referred to that for examples, but, generally,
I asked for the staff member's ideas before presenting
my own. I was surprised at the similarity in ideas of
the different staff members. I had expected more
variety since they work in different agencies and in
different levels of responsibility throughout the
University. In many cases even the examples used to
illustrate a particular problem were almost identical.
This consistency between the different people inter-
viewed perhaps points to the importance of these variables.
In evaluating the ideas that came out of the inter-
viewing, I became aware that some of the variables
identified by the staff members were personal character-
istics; others were more descriptive of personal environ-
ment, the area on which the proposed study will focus.
I have reported and discussed all the areas but have
noted that some will not be dealt with directly in this
study
.
The variables identified from my own experience and
that of others seemed to fall into two categories. The
17
first is a negative category. There are a great many
frustrations all students encounter that make their
lives miserable: bureaucratic errors, restrictive or
prescriptive regulations, and unavailability of particular
courses. Some of these are particularly frustrating for
adult students because they may have more demands on their
time than the average student. Many overcome the routine
problems. However, there seem to be some problems that
are often insurmountable for adults (family pressure or
financial problems, for example). Conversely, in the second
category, which is positive, there seem to be a few
environmental characteristics that for some adults make
them much more able to overcome small and even large
problems (e.g., job incentives to finish a degree). The
speculations of my own, combined with those I interviewed,
are summarized in Table 1. Each item is discussed below.
The influence of previous education. Those interviewed
believed that if an adult student enters a four-year
college program with an associate of arts (AA) degree
or other substantial experience with college, he/she seems
very likely to graduate with a bachelor's degree. This
may be because he/she knows realistically what to expect
at the college, how to negotiate educational red tape,
and can anticipate and plan for many of the problems
he/she will encounter. This may also indicate higher
18
Table 1
Major Variables Related to Adult Persistence
and Dropping Out Developed from My
Experience and That of Others
Items Likely to Cause Items Likely to Cause
Persistence to Graduation Dropping Out
1. Extensive, more complete
education, e.g., greater
number of years of school-
ing, completed higher
levels of schooling
1. Less extensive, less
complete education
2. Income insufficient to
support family at close
to current living
standard and cover
educational costs
*3. Above-average ability
to write, read, and
speak effectively
*3. English is a second
language for student
4. Encounter positive atti-
tudes and encouragement
from people at school;
e.g., teachers and other
students are friendly
and helpful
4. Encounter negative
attitudes from people
at school; e.g. teachers
or other students are
unfriendly or uncoopera-
tive
5. Poor health, physiolo-
gical limitations or
handicaps
6. Supportive family
situation
6. Demanding or unsuppor-
tive family situation
7. Supportive job situation 7. Demanding or unsuppor-
tive job situation
*8.
*9
.
Independence of student
Clear educational goals *9. Unclear educational
goals
*Indicates items not to be directly considered
in present study.
19
levels and better academic preparation. It
was felt that it does not matter whether the experience
is recent or from 20 years ago. The student may also
feel that less effort and time will be required before
completing a degree.
Conversely, it was felt adults who did not complete
high school (or, in the extreme, elementary school) may
not have educational goals that are clearly defined,
expect college to be very different in atmosphere than
it turns out to be, or may not have planned for the
typical college expenses and demands on time. They
may not have anticipated their academic weaknesses and
may be discouraged by the demands of college academic
work. They may feel that the effort required or the
time necessary is just too great.
The influence of the costs of education. The adminis-
trators interviewed believed that the costs of college,
even for someone with a substantial income, may be too
great. An adult, in order to devote time to academic
work may have to choose to lose income in a business or
on the job. Dependents and the expectation of maintain-
ing a current standard of living may make it impossible
for the adult student to spend part of the family income
on education or to give up income because of school
demands. The cost of college then becomes too great.
20
Financial aid programs currently available are not designed
to offset the loss of income of an adult student returning
to school and are usually not available to part-time
students
.
The influence of the ability in the English language.
Superior fluency in writing, reading, and speaking in
English may give adult students the ability not only to
meet the demands of college-level academic work, but
also to overcome the obstacles encountered by adults.
For example, being able to articulately and even eloquently
explain a problem to the right person may result in
special considerations for the student, providing extra
time to complete an assignment or offering opportunities
to meet course requirements through independent study.
The assignments to write for classes may be fun. On
the other hand, any difficulty in understanding or
communicating in English may add an extra burden to
reading and writing assignments as well as negotiating
the red tape. Class assignments may not be at all
enjoyable
.
Because the survey format is not suitable for
examining fluency, this item will not be explored in
the proposed study directly. It is an important
variable that deserves direct examination in further
research
.
21
The influence of attitudes of people at school. Every
college student will encounter teachers who he/she does
not like or who are tired and ill-tempered on a particular
day, but because adults may look and act differently than
other students, they may encounter special or persistent
problems in dealing with instructors. Many adult students
encounter instructors who are threatened by their experience
or tendency to speak out in classes. For example, a
veteran of the Vietnam War may disagree with the descrip-
tion an instructor might give of a culture in Southeast
Asia. The instructor may prefer to have his/her students
just accept the description he/she has culled from
reading and may dislike the adult student for embarrassing
him/her. This is not the typical experience, from all
reports, but if it occurs it may substantially affect
the student's desire or ability to continue in school.
On the other hand, the respect a faculty member might
show an adult student, especially if he/she provides the
student with encouragement, may be a very positive reason
for students to persist.
Adults may have much less contact with other students
than 18 to 21 year olds, who live in dormitories and
have more social contact with fellow students . Without
the informal contact, adults may not hear the available
scuttlebutt about good professors, interesting courses, or
impending deadlines. Adults are forced to rely more
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heavily on formal advising mechanisms for this informa-
tion. Further, adults often have special concerns about
regulations, schedule times, course requirements, etc.
If adults receive poor or inaccurate information, they
may choose to leave school out of frustration or be forced
to leave as the result of blunders in the bureaucratic
maze
.
The influence of health, physiological limitations or
handicaps
.
As people age, they may experience a decline
in visual and auditory powers, increased frequency of
ill health or chronic illness. This may cause adults
to leave school. Further, slight hearing loss or visual
limitations may complicate studying or hearing in lectures
and discussions. Without the adult student being fully
aware of the cause of the difficulty, he/she may leave
college
.
The influence of the family attitude. If the spouse and/or
children are enthusiastic about the educational endeavor
of an adult student, if arrangements can be made when
necessary to relieve the student of some home responsi-
bilities so he/she can study and attend classes, if
the family is sympathetic to the problems and frustra-
tions the adult student encounters, then the adult will
probably graduate. On the other hand, if a family is
jealous of the time an adult student spends on school,
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makes too many demands on time and resources for the
adult to meet while attending school, and places little
value on the continuing education of the student, he/she
is likely to either drop out of school or out of the
family through divorce.
The influence of the job situation. Like the family,
a job can be very supportive of the adult student. If
the area of academic focus is related to the job, learning
can be generalized from one to the other. If the job
schedule is flexible, the adult student will be able to
devote time to either job or school when one is especially
demanding, knowing that time will soon be available for
the other. If a boss or supervisor is enthusiastic about
the adult pursuing a degree, more flexibility may be
available for the student to meet school demands. If
a raise or promotion is contingent on completing the
degree, the student may have special incentive to finish.
Conversely, if the job is unrelated to studies, the boss
is jealous, the time schedule is inflexible, and/or the
student stands to be overqualified for his/her present
or future jobs, the student may give up his/her education.
The influence of a student's degree of independence.
Negotiating a college program, particularly if the student
has had experience in working independently , either in
previous schooling or through a job setting, he/she will
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be much more likely to graduate.
This variable will not be explored directly in this
study because it involves personality measures that
are not practical within the scope of this research. It
is certainly worthy of exploration in further research,
however
.
The influence of the student's clarity of educational
goals
.
Students of all ages who have clear educational
goals identified before beginning a program are more
likely to do better and to graduate. Students who have
no clear goals in mind tend to drop out. I consider this
an extremely important factor in persistence and dropping
out, but measurement after the student has graduated or
left school cannot accurately assess the clarity of the
original goals. Therefore this item will not be examined
in this study. This is an important avenue for further
research.
The variables discussed above are not absolute
guarantees of success or failure for the adult. Every-
one who works with adults will be able to cite examples
of students who made it through a degree program despite
giant handicaps, and also examples of adults who had mul-
tiple assets in their favor but who dropped out. In my
experience and in the experience of those I interviewed,
the above variables generally do seem to stongly
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influence the success of adults. Those variables that
are related to personal circumstances will be evaluated
in the proposed study using a mailed survey format to
former University of Massachusetts adult full-time
undergraduates. It is expected that this will help estab-
lish the amount of importance those variables have for
contemporary adult students seeking bachelor-level degrees
through the large state university systems. These variables
may then become useful keys to program planning.
CHAPTER II
INFORMATION FROM THE EXISTING LITERATURE
There is no substantial body of literature on
dropouts or persisters in post-secondary adult programs.
This may be because the widespread recognition of need
for adult post-secondary education is recent. However,
other bodies of literature are helpful in confirming the
importance of the variables defined for this study that
may be related to adult participation in education.
This literature falls into three general categories:
(1) known influences on adolescent participants and drop-
outs; (2) known influences on adult participants and
dropouts; and (3) general knowledge of psychological
characterisitcs of adults.
Adolescent Persisters and Dropouts
There are many studies of the reasons adolescents
persist or drop out of college. This is somewhat helpful
in examining why adults persist or drop out. Some
caution must be used, however, in adopting questions and
conclusions from research on adolescents and applying
them to adults. For example, when asked to identify the
individuals a student consulted before dropping out of
college, 18- to 21-year-old students indicated that
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parents, faculty advisors, college counselors, pastors, or
friends were the persons to whom they turned for advice
(Cope and Hannah, 1974) . From my own experience in
working with adult college students, I know that spouses
and children should be added to those sources of advice.
Literature about college persisters and dropouts will
provide some confirmation, however, of the importance
of the personal circumstances that have been chosen as
the variables.
Academic preparation and experience. Previous experience
with school may help adults to set realistic expectations
about college, and academic preparation may make college-
level work easier. Knoell (1966)
,
in a review of the
literature on college dropouts, cites academic factors
related to poor high school preparation that are prominent
in the results from a variety of studies.
There is disagreement with Knoell 's view of the
literature, however. Cope and Hannah (1965) also review
the research on apparent causes of attrition among college
students. Although they found that academic preparation
for college, as measured with SAT tests, high school
grade-point average, or high school rank is poorer for
the dropout, they are quick to point out that none of
these is a very strong predictor and would not be useful
in predicting an individual's performance. Academic
record may or may not determine which students will
persist or drop out, but experience with education
may be a factor.
Goodale and Sandeen (1971) found that during their
^i^st semester, transfer students tended to have lower
grades. During subsequent semesters, since they had
had time to adjust to new settings, their averages
improved to reach a level equivalent to other students.
In addition, the transfer students were more likely to
complete their degrees. Applied to adult students who
may have had some college experience before they left
school, this study may indicate that, although returning
adults may need some time to adjust to new settings,
they will perhaps be more likely to graduate than adults
with no previous college experience.
In summary, because of the findings cited above,
I expect that persistence is more likely for high school
graduates than for adults who left before completing
high school. Further, adults who completed some college
before leaving school will be even more likely to complet
a BA degree.
Clarity of educational goals. The University staff
members felt that any student will be more successful if
his/her educational goals are clear. An adult s goals
may be a result of the specific motivation he/she has
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for returning to school. They provide direction to the
student when he/she must make choices. A student with
a clear direction may be better able to measure his/her
progress and therefore able to evaluate the quality of
an educational program.
Cope and Hannah's (1965) conclusions disagree
slightly with Knoell (1966) concerning motivation as
a factor in attrition. In reviewing the literature,
they find insufficient motivation is a strong reason
among men but less important among women students for
dropping out. Knoell states that a lack of, or conflict
in, motivation is a clear cause without indicating any
sex differences. Lack of clear motivation may lead to
lack of direction in a student's academic program.
Wright (1973) surveyed 135 students who took
voluntary leaves of absence from Harvard and 250 randomly
selected students who never left college. He found
that lack of direction, as indicated by stress the students
felt related to exams, dissatisfaction with the college
major, uncertainty about the future, depression, and
impatience to graduate, was one good predictor of leaving
college. Without a clear direction or focus for study
a student may feel uneasy or dissatisfied with his/her
education. As a result, he/she may feel it is the fault
of faculty or curriculum.
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Starr, Betz, and Menne (1972) studied 1,968
^^^iversity students enrolled at Iowa State University,
apparently in regular academic programs. Three groups
of students were examined: nonacademic dropouts, that
is, students who had left in good academic standing
(2.00 GPA or better); academic dropouts (whose GPA's were
below 2.00) ; and nondropouts chosen randomly from students
who had been enrolled during 1968-1969 and who were still
enrolled in 1969-1970. The satisfaction reported by
the nondropouts differed significantly from both groups
of dropouts on three variables as well as on the total
satisfaction score. Dropouts were more dissatisfied
with the amount of study required to get adequate grades
than nondropouts. Dropouts apparently felt that the
behavior of faculty and other students indicated less
acceptance of the student as a worthwhile individual.
In addition, dropouts perceived the helpfulness of faculty,
staff, and counselors and the adequacy of the curriculum,
teaching methods, and assignments less favorably.
In applying the findings of the above studies to
adult students, I expect that the conclusions drawn may
be confounded by the pressures on an adult from his/her
outside life. If an adult student lacks motivation and
clear goals, he/she will be likely to drop out. With
the family and job responsibilities that usually compete
with school demands for an adult's time and energy, it
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would be very tempting for an adult to drop out unless
he/she knows fairly precisely what he/she wants to do
and that it is worth the sacrifices demanded.
Fj.nancial difficulties. Financial problems were identi-
fied by University staff as a major reason adult students
drop out. They are faced not only with responsibility
for meeting college expenses but often with the support
of one or several dependents. Existing financial help
from government and colleges is not structured to help
the adult meet his/her broader financial responsibilities.
Knoell and Cope and Hannah agree that financial
problems cause many younger students to leave school.
There is evidence of this in indirect indicators, such
as the lower socioeconomic status of dropout students,
as well as the reasons reported directly by adolescent
dropouts in studies they have reviewed. I expect that
additional information about sources of funding, as
well as about the extent of financial difficulty for
adults, will result from the proposed study.
In summary, the above review of literature on
adolescent college dropouts might indicate that for
adult students (1) a greater number of years of school
completed before returning to college and (2) higher
levels of motivation resulting from clearly defined
educational goals may result in adults completing
a degree. Conversely, (1) fewer number of years of
32
previous education, (2) lack of clearly defined educational
goals, and (3) financial problems may be associated
with adults dropping out. Adults may also drop out
because of their dissatisfaction with the curriculum
the unfriendly attitude of faculty and students
.
These dissatisfactions may prove to be associated with
lack of educational goals in some cases.
Adult Persisters and Dropouts
Studied in a Variety of Programs
Most studies of adult persisters and dropouts
have been done on adults attending evening division
programs of public school departments or extension
division courses of colleges and universities. Many
of these programs do not lead to any degree. Others
provide academic courses mixed with nonacademic courses
such as automobile repair and shorthand. The data such
programs collect about the needs or problems of their
students might not apply directly to the needs of
students enrolled in academic, bachelor-level degree
programs
.
Much of the early information published was
from administrators or teachers of adults discussing
their interpretations of adult needs. These teachers'
ideas may or may not be correct. Further, the research
projects that have attempted to assess the reasons for
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adults persisting and dropping out usually focused
on only one or two problems as the cause. They do
not consider a complex of problems as contributors.
Nevertheless, a review of this literature does confirm
an important connection between dropping out or per-
sisting and the personal circumstances identified as
variables in this study.
In my own experience, and that of others who
work with adults at the University of Massachusetts,
there is a complex of many influences on adults who attend
school full time for a degree. Some influence the
adult to stay in school, others contribute pressure
to leave. This research project focuses on six of those
factors (described in an earlier section) and research
reviewed here is described as it relates to those
influences
.
Family situation. Support of family members for the
adult student is of great importance in my experience.
Enthusiasm of family members may lift the spirits of
an adult and carry him/her through demanding points
in the semester. Willingness on the part of a spouse
or children to share household responsibilities, forego
some costly extras for a while, or temporarily give up
spending time together on a favorite hobby will allow
the adult student more time and energy to pursue academics.
Conversely, dependent family members, such as a sick.
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elderly parent or a small child may force a student to
give up school. A spouse or children who are jealous
of the time spent away at school may demand that an
adult drop out. Unfortunately, there is little research
that explores the role of the family.
Dickinson (1971) examined participation in formal
continuing education of adult, male, married heads of
households from a rural area in British Columbia. Six
educational variables were studied to determine their
influence on participation. He found that "the educational
level of the wife appeared to be a greater influence
on participation by the respondent than was his own
education and training" (p. 43)
.
That is, the level
of education of the spouse had the greatest influence
of any factor on the head of household's participation
in education.
No female participants were interviewed as heads
of households for the study, but I would guess that
similar results would be found. When the spouse of a
participant understands the demands an educational
endeavor makes, and shares the excitement a participant
may feel about school, he/she may be less threatened,
less jealous, and more supportive of continued attendance
by the participant.
Other authors have singled out family members
attitudes as an important influence on adults who return
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to school. Ekstrom (1972) mentions the pressure a spouse,
parents, or children may put on an adult student to stop
going to school if it is seen as a threat to the habitual
roles in the family. For example, Ekstrom hypothesizes
that a wife may be discouraged from pursing a college
degree by a husband who does not have one. He may feel
that she will not be satisfied with him once she has
more education.
Family may be an important source of support for
an adult student, too. Anderson and Tippy (1971) provide
54 verbatim responses to an item on a questionnaire
that asked which individuals were "especially helpful"
or gave "special encouragement." Seventy-seven percent
mentioned a spouse, children, or parents. The authors
note that the number who reported aid and support is
very close to the number who successfully completed
correspondence courses. The support of family members
may be an important factor for adults who pursue an
education
.
Without family support the student may drop out.
Ewigleben (as reported in Londoner, 1972B) found that
20 percent of adults who dropped out of an adult high
school program gave as a reason "family problems."
"Family problems" must include pressure from a spouse or
children on the adult student to spend more time at home
and to focus his/her attention on the family again.
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Balancing the demands of home, school, and perhaps
a job may be very difficult for an adult student. If
the family is willing to make fewer demands, an adult
may have an easier time finishing a degree. If the family
is enthusiastic about the educational program they may
provide motivation for the adult. This may also hold
true for the job situation.
Financial difficulties. The University staff and literature
on younger college students agree that financial diffi-
culties often cause dropping out. Research on adults
also supports this conclusion.
Lunneborg, Olch, and de Wolf (1974) report that
18 percent of the 150 returning college students over
35 years of age whom they surveyed indicate that financing
their college education was a problem. The primary source
of financial support for men was the GI Bill and savings.
Two-thirds of the women reported being dependent on a
spouse to finance college.
Most adults are not eligible for GI Bill benefits,
and many adults do not have a spouse who can or will
finance their college expenses. Information about sources
of educational financing from the proposed study will
add to our understanding of the adult student's situation,
since it is possible that the source of a student s
educational payments may be related to persistence and
dropping out.
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Wright (as reported in Spence and Evans, 1956) found
that the cost of the program was a factor in adults
dropping out. When students pay a higher fee for a
course, they are less likely to drop out. In addition,
she found that where states provide financial support
for adult educational programs, there is a higher
dropout rate. It would appear that when education is
financially costly, people want to get their money's
worth.
Linnon (1971) found that participants in a union-
related program who paid their own tuition were signi-
ficantly more likely to complete all three years of
the training. The union members who had their tuition
paid by their local were less likely to persist.
Perhaps a personal financial investment makes a
student continue a program. Conversely, students who
are highly motivated and likely to complete a program
are the adults who will invest their own money in tuition
payments. The present study will examine this more
carefully
.
Job situation. The job that an adult has may influence
his/her educational behavior. If an adult attends a
course or program regularly, and persists to the end,
the skills that the adult is learning in the course may
be applicable on the job, some research has found.
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Participation and persistence of an adult student may
also be related to prospects for promotion and advancement
if the student sees the certificate as a requirement for
a raise in income or job rank. Researchers have found
also that security in a current job may influence the
educational behavior of an adult. Self-confidence may
be developed through education and applied in a job
situation
.
Barbier (1971) focused on the woman worker in her
discussion of how job or career may affect an adult's
educational behavior. She uses as an example a woman
who has been active professionally, chose child raising
as a full-time career for some time, and who now plans
to reenter the job market. This woman might feel out
of date professionally. She may have low self-esteem
resulting from seeing others (spouse, friends) accomplish
career goals while she is no longer working. This woman
may feel that she needs courses to help her catch up
with her peers. Gaining self-confidence is the important
reason for returning to school before returning to
a job for both men and women. Skills may or may not
have been acquired in the example above. New skills
learned through an educational program may influence
educational behavior, also.
In a study of a small sample of women dropouts and
persisters in an evening shorthand course, Novak and
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Weiant (1960) found that being single, having a higher
educational level, having the opportunity to use the
new skills to advance at work, and constant attendance
were characteristics that were associated with the
persisters. Having the opportunity to use shorthand
at work may have influenced those women students to
persist through the course. The academic area of focus
was directly related to skills those students were
employing at work.
In a study done by Burgess (19 71)
,
a factor
analysis identified the items related to job, career,
security, advancement, and salary increase in one
factor. This factor accounted for the largest percentage
of the variance found in the data. The adults surveyed
were participants in a variety of programs offered by
church, school, and business organizations. They were
asked to indicate, for each of 70 items, the amount each
reason influenced their participation in educational
programs. The items are listed in Table 2.
Some of Burgess' items deal directly with personal
advancement; item.s 1, 4, 7, and 10 from Table 2 are exam-
ples. Respondents who indicate their participation in
educational activities may expect that advancement in
a job is likely because they took courses or have new
skills. These people m.ay persist through a degree program
in order to further increase their chances of advancement
1 .*
Table 2
Items in Burgess' Factor:
"The Desire to Reach a Personal Goal"
To learn in order to secure personal advancement.
To gain additional credits for my record.
To become eligible for benefits I could not other-
wise receive.
To fulfill a personal motivation to get ahead.
5. To earn a degree, diploma, or certificate.
6. To learn to make my position in life more secure.
7. To keep up with the competition.
8. To become m.ore eligible for certain privileges
such as joining a group or securing a job.
9 . To meet some formal requirements
.
10. To maintain or im^prove my social position.
11. To increase my competence to achieve my goals.
12. To com.pete with others.
13. To meet the educational requirements of our era.
14. To keep up with others.
15. To seek relief from economic pressures of life.
*Items in this list are arranged in descending
order by factor loadings. This is not the
numbering of the item.s in Burgess' questionnaire
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or their salary level.
respondents may be looking for job
security if they indicate that items 6, 10, and 14 are
frequently or always reasons for participation. Again,
the reasons for enrolling may become the reasons for
persisting. If the job of a student is somewhat more
secure when the student has completed an associate of
arts degree, the job may be very secure if he/she has
a bachelor's degree.
Adults are sometimes forced by certification or
job regulations to seek continuing education. Respondents
whose list frequently includes items 2, 3, 5, 3, and 9
in Burgess's study m.ay be responding to such pressures.
Since most job advancement is based on courses completed,
not just attended once or twice, an adult student may
find his/her job becomes a motivating factor in enrolling
and completing a degree program. There is some contra-
dictory evidence in the literature, however.
Londoner (1972B) asked adult high school persisters
and dropouts to rank eleven educational goals in order
of their importance. There was ^ significant difference
in the way persisters and dropouts ranked the items.
In fact, the rankings for the first five most important
were identical. An examination of the goals shows that
most are job related: (1) "for self-improvement,
(2) "to obtain a high school diploma," (3) "to improve
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one's job opportunities," (4) "to increase one's earning
capacities," and (5) "to stand on one's own feet." Two
of these five most-important goals are clearly job-related
items. Two of the others might positively affect the
student's opportunities for advancement. V^hile the im-
portant goals for adults were job related, in this study
the job was apparently not keeping the adults enrolled
in school.
Morstain and Smart (1974), using Boshier's
Educational Profile Scales (EPS) instrument, surveyed
611 students enrolled in adult education courses. Six
factors were identified: social relationships, external
expectations, social welfare, professional advancement,
escape/stimulation, and cognitive interest. For the
total sample, as well as for men and women in three
age groups, professional advancement was the factor with
the means of the highest EPS-scale scores. Dropouts
were not identified in this study, but job-related items
were again highly correlated with participation in
education
.
Applebaum and Roberts (1967) surveyed 181 dropouts
and completers of a three-year union training program.
They found completers were significantly older than
dropouts, and completers reported being more working class
v/hile dropouts reported being more middle class. Completers
owned their own homes significantly more than dropouts.
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Home ownership may make adults more concerned about wages,
job security, and other labor concerns. Adults who come
from a working-class background may feel they have to
strive to advance while middle-class adult students
may take advancement more for granted. Education may be
seen as a vehicle for advancement in such a situation.
O'Toole (1974) discusses some of the effects that
the attitudes of a boss or company can have on the adult
student. Employers stereotype workers by their education,
he points out. Individuals who are educated in a trade
will generally stay blue-collar workers all their lives.
He notes that 85 percent of the newly educated workers
accept jobs that were previously held by workers with
fewer credentials. Blue-collar workers are often seen
by employers as incapable of executive tasks that require
much intelligence. An adult putting all these observa-
tions together may decide that, in order to get a better
job, he/she must get further credentials. A college
degree does not ensure a better job but lack of a college
degree may ensure a worse job. This might motivate
some adult students to return to school.
There is some evidence that job responsibilities
can also have the opposite effect on attendance, however.
Bennet (as reported by Londoner, 1972B) interviewed
dropout students from an accelerated adult high school
program. V7hile he found that enrollment to earn job
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promotion motivated 46 percent of persisters and 20 percent
of dropouts, he also found that 35 percent of the dropouts
reported leaving because of a school and work schedule
conflict.
There is evidence that a job and job advancement
may be a motivating factor for adult students, under some
circumstances, while under other circumstances, a job
may eliminate the chance for a student to pursue education.
The effect of an adult's educational motive derived
from job circumstances or demands provides many adults
v/ith clear educational goals. Clear educational goals
help any student decide how to spend his/her educational
time and money. This may be particularly important to
adults since they tend to have more demands on both time
and money and may feel it is very important to spend them
wisely. In my experience, if an adult has no specific
goals, he/she sometimes participates in a program for
a while but eventually becomes a dropout if goals do not
develop. The source of educational goals has been the
main focus of research related to adults.
Burgess (1971) surveyed 1,046 adults attending
54 different courses, classes, or activities sponsored
by organizations in the St. Louis metropolitan area.
Respondents were asked to indicate how often each one
of 70 possible reasons for attendance influenced their
participation in educational activities. Analysis oj.
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the responses produced seven factors. Four of the factors
account for almost half the variance found in the study.
The adults had examined their lives and decided what
they wanted to do to improve them. These then became
educational goals for their participation in organized
programs
.
Examination of the individual items from Burgess's
questionnaire that make up each factor shows that job-
^®l^ted concerns, intellectual curiosity, escape from
problems or boredom, and "desire to be an effective
contributing member of society" are of major importance
to the respondents.
Adult students, more than adolescent students,
are motivated by pressures and enticements from their
world. For example, Londoner (1972A) found that for
students over 20, the motivation to persist came from
extrinsic goals. He states, "As age, marital status,
employment and income increase, the importance of the
external goals increases" for persisters and dropouts.
"Age and marital status act as pivotal linkages from
an internal to an external reference" (p. 193) . The
responsibilities that come with age and marriage in
our society force adults to pay more attention to
practical realities. Desire for education may result.
Boshier (1973) explores goals from a slightly
different perspective. He sees "intrinsically" motivated
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persons as persons with clear goals. Persons who are
extrinsically" motivated have been forced into something
by outside factors
. He maintains that social variables
such as sex, job, marital status, and previous parti-
cipation in education will not trigger dropping out.
He states that these are variables that affect dropping
out only to same degree that they force the student to
enroll in the course in the first place. Boshier hypo-
thesizes that extrinsic motivations in a student will
result in "uneasiness, discomfort, unrest or anxiety,
and a dissatisfaction with the educational environment"
(p. 259) . The student will then drop out. On the other
hand, a student who has intrinsic motives for enrolling
in school, such as an interest in the subject matter or
other clear educational goals, will be much more tolerant
of external circumstances, such as poor teaching or
traveling difficulties, and will enjoy and profit from
the educational experience. The initial reason a student
enrolls may not keep him/her attending classes or pursuing
a degree.
Dickinson and Verner (1967) found that persisters
could be characterized as older students, who were married,
had dependents, were employed, and had participated in
adult education before. The dropouts tended to be younger
and single. Adults, who had responsibilities that may
have resulted in clear goals, persisted in education.
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For example, prospect for an increase in salary upon
completing a degree seemed to keep students enrolled
for several semesters to meet various program requirements
for a certificate or degree. Work experience, then,
may be related to developing clear educational goals.
Edwards et al. (1972) feel that students returning
to school after having worked in the "real world" for
some time will know more definitely what skills they
Edwards et al. compared groups of elementary
school students, high school seniors, college freshmen,
and employed m.en and women in their occupational perceptions.
Results showed that in the older group "occupational percep-
tions become more specific (and differentiated) with age."
This implies that when an older person who, for example,
has had work experience returns to school to become an
administrator in a field in which he/she has experience,
he/she is more aware of the skills and knowledge that
will be required than an entering college freshman.
Such students will be able to articulate more clearly
to an instructor or advisor what his/her objectives
are for a course or program, making it easier to choose
courses, arrange a logical sequence of courses, and
so forth. This student may feel less frustrated and
tend to persist.
Hiemstra (1972) also found that adult students
want to fulfill specific, rather than general, goals.
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Hiemstra surveyed a group of 86 retired persons residing
in residential centers for the aged or who participated
in programs offered by centers for senior citizens.
Based on responses to his questionnaire, he states (p. 100)
that the aged would prefer courses based on "competency areas
designed for effective mastery of old age challenges"
(specific) over courses "designed to increase a person's
enjoyment of life" (general)
. Competence in skills
necessary to fulfill one's responsibilities is the focus
of most adult educational goals.
The source of the educational goals may change as
an adult grows older. Job advancement, increase in
income, and developing qualifications for a career may
be the focus for a younger adult with a growing family.
When children leave home, educational goals may change.
Hanson and Lenning (1973) found, in a survey of two age
groups of community college students, that the number of
students reporting goals that were "family-centered,"
"financial," "job-centered," and "personal adjustment"
declined with increased age, while "community-centered"
and "secure vocational or professional training" goals
increased with age. The older students apparently had
completed self-discovery and were less centered on their
families. At 40 and over, they might have desired
additional training to expand their horizons beyond the
job to a more active role in the community.
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In suiranary, the adult student that is a persister
has clear educational goals. These are generated by the
student's responsibilities to work, family, or community
and are often related to personal advancement and vocational
expectations
. Goals may change as a person gets older
but they tend to be specific rather than general.
people at school. In my experience, adults,
those who had been out of school for some
time, were anxious about the attitudes they would encounter
on campus. I often heard statements like, "All those young
students are so smart nowadays. They are going to think
I'm an idiot." Or I have heard, "I don't know what I'll
say to those young students. Do you think they will be
embarrassed to have me in class, like their mother was
sitting there?" I tried to reassure them and then ask
them later about how it had gone. Usually the fears were
groundless, and adults laughed at their former concerns.
I did occasionally find adults who still felt conspicuous.
Statements like, "Us older students are the only ones
v/ho ever ask questions," or "I think the younger students
must think I'm crazy, but ..." are evidence of the
adult's awareness of being set apart, possibly by the
visable age difference or greater experience, which
results in behavior differences. I vjondered whether the
attitudes of younger students made adults feel out of
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place and might cause adults enough discomfort to
contribute to their leaving school.
Faculty are the other group whom adults regularly
encounter on campus. Traditionally, faculty are older
than their students by several years at least. Generally,
they are accustomed to having much more experience and
familiarity than their students with the subjects they
teach. A faculty member may be perplexed encountering
students who may be chronologically their peers
or elders and who may have extensive familiarity with
the subject matter due to their own studies or job-related
or service-related experience. It may seem to an instructor
that someone has changed the rules without telling
him./her what to do under these new circumstances. I
am sure that most faculty members adjust with no diffi-
culty. I have talked with adults who feel that, because
they are older, they are either graded like graduate
students, discouraged from asking questions or referring
to personal experiences in class, or are simply ignored.
I wanted to review what others had found out about
adult's experience with faculty attitudes.
McLoughlin (1971) examined the effect of adult
students' participation in planning an academic program
on their own achievement and attitude toward that
program. He found that the "experimental group'' (students
who had participated in planning) did not show any
51
significantly different level of achievement compared
to the control group (students who had not participated
in any planning but who completed the same academic
program). However, the results did show a significant
difference in attitude between the two groups. McLoughlin
concludes "that the impact of participation in program
planning on attitude change may be quite powerful" (p. 34 ) .
McLoughlin' s results might indicate that adults who feel
the instructor respects their ideas and concerns also
feel much more positively toward a course and toward
school and might be more likely to persist.
Concern shown by faculty for adult students apparently
decreases dropout rates. This is reported in two accounts
of personal experience. Spence and Evans (1956) cite
a study in which "11 of 15 absentees contacted by
phone returned to class" (p. 222)
.
Greenwood, (as reported
in Novak and Weiant, 1932) advises that the instructor
develop a personal interest in each student. He/she
will then be able to incorporate the experience of the
adult students into class learning and thereby increase
students' motivation and decrease the number of dropouts.
The attitude of other staff at a school also influences
adult students. Underwood (1974) states that the percent-
age of enrolled students reporting the staff of the
education center as "friendly" was twice that of the
dropouts, v;hen he surveyed 1,000 students from an adult
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education program in Birmingham, England. In addition,
almost three times as many enrolled students as dropouts
described other students as "friendly." The author
observed that enrolled students placed a higher value
on social reasons for persisting. He speculates "that
if students attend with the intention of meeting others,
they are likely to make friends
. .
.
[which] would be
an addea attraction to attend the center, and perhaps
counteract other influences which would otherwise cause
irregular attendance," or dropping out. The same group
of students were less critical of other aspects of the
program.
If the friendly, respectful attitudes of faculty,
staff, and other students may contribute to adult students
persisting in a program, then, conversely, unfriendly or
critical attitudes of persons associated with school
may also contribute to adults dropping out. Underwood
(1974) found that students who dropped out were critical
of lesson preparation by instructors while the enrolled
students were not. Dropouts also criticized the instruc-
tors' attitudes toward students, "their progress in the
subject," and the format of presentations made by the
instructor. Bennet (as reported by Londoner, 1972B)
found that 12 percent of the dropouts from an adult high
school felt teachers did not seem sym.pathetic to adult
students' problems. Dropouts seem to perceive this as
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less support.
Using an "adjective check list," Kitchin (1972)
compared 52 evening-college faculty members' view of the
"ideal" college student with their view of the typical
adult evening-college student. Ke found significant
differences on 19 of 22 experimental scales. Although
these faculty taught adults, they viewed them generally
less favorably than their ideal.
It would be interesting to see if faculty who taught
more traditional students from an 18- to 21-year-old
group also looked less favorably on their real students
than on their "ideal" college student. Kitchin may be
examining, at least in part, a "grass is always greener"
phenomenon. His findings are important, however. An
instructor may communicate his/her lack of respect to
students, and this may contribute to adults dropping out.
An instructor may comm.unicate other attitudes to his/her
students as well.
Boshier (1972) developed two instruments to
predict which individuals would drop out of a course.
These were based on the student's self-concept and how
this related to his/her description of "dropouts" and
"persisters . " He found that persons who stopped attending
class by the midsemester meeting (dropped out) were
"persons who regard dropouts in the same or more positive
" That is, the attitudinal judgmentslight as persisters.
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students made of others were related to the student's
subsequent attendance behavior. One v/ay to interpret
Boshier s finding is that some adults base their decision
to persist in a course or program on the value it has
to them and not on whether it is "right" or "wrong" to
drop out. On the other hand, other adults will feel it
is bad" to give up or drop out and will continue to
attend a course or program that is not appropriate.
Adults may feel it is "bad" to drop out because the
instructor communicates disapproval of dropouts.
Boshier suggests an appalling application of his
findings. He advises administrators of programs to
portray to students "dropouts" as an "aversive and noxious
stimulus." He states "behavior modification techniques
similar to those used to treat psychological disorder
could be utilized" to keep students enrolled (pp. 97-98)
.
He notes that generally some stigma is already attached
to "dropouts" as shown in ratings of profiles of "dropout"
and "persister" by respondents. Boshier proposes that
"stigma manipulation" be attempted in some controlled
studies to make control of students more effective.
(Roger Boshier 's proposal strikes me as exceedingly
irresponsible and repugnant.)
Formal advising is an important resource for adult
students. Because adults usually do not have as much
contact with other undergraduates as 18- to 21-year-old
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students, they do not acquire as much informal informa-
tion about course requirements, regulations, deadlines,
good courses, interesting professors, and so forth.
The adults also may have a sense of urgency about completina
their degrees so that they can spend more time on job or
family concerns. A mistake in registration that delays
graduation for a semester may cause dropping out.
Oliver (reported by Spence and Evans, 1956) concluded
from a survey that " (1) Registration is time to guide . . .
students into courses which will be most suitable . . .
(2) . . . students [should determine] the content, time,
place and length of meetings; (3) dropouts decrease
as adult needs and interests are satisfied;" (4) adults
should be guided into courses with capable teachers;
(5) especially teachers who will show interest in adult
students (p. 222)
.
Oliver felt that this would decrease
the number of dropouts.
It is important for the adult student to actively
participate in planning the curriculum as well as in
choosing his/her courses for a particular semester.
Teachers of adults cannot expect to know what educational
goals the students may have, as Londoner (1972B) demon-
strated. He asked dropouts and persisters from an adult
high school program to rate 11 possible educational
goals as to their importance. He asked teachers from
to rate the same 11 items as to whatthe same program
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they felt would be important to both dropouts and persisters
Londoner found that teachers' and students' ranking
were significantly different on 4 of the 11 items.
There was no difference between the two student groups.
And yet, the adult students do not wish to be left
on their own to plan their educational program. Dropout
and graduates from the University Without Walls, University
of Massachusetts/Amherst were surveyed in 1976. When
asked to identify the reasons why they withdrew from
the program, 13 percent reported having trouble finding
academic resources, and over 50 percent cited insufficient
advising as a reason (Avick, 1976)
.
In summary, formal advising mechanisms are
important for adult students. Since adults have fairly
clearly defined goals, they should be expected to take
an active part in planning. Yet adults are still very
anxious to have adequate advice, perhaps particularly
about administrative detail, that makes it possible for
them to implement their educational plans. In addition,
a warm, respectful atmosphere may contribute to adult
students feeling satisfied with an academic program.
A negative, critical atmosphere, although it might scare
some students into persisting, may also contribute to
many dropping out.
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Previous education. Research on adult students tends to
reinforce conclusions drawn from research on younger
students about level of previous education and quality
of academic preparation. Dropping out seems to be
associated with lower levels of preparation and experience.
From Sainty's findings, it appears that adults' lower levels
of ability as well as lower levels of previous education
are related to dropping out. Further, nonacademic high
school preparation (vocational high school programs) may
not prepare students well for college work, he concludes.
Some of the findings of Zahn and Phillips (1961)
reinforce one of Sainty's conclusions. They looked at
two factors in adult university students: academic
ability and anxiety level. Adult students in introduc-
tory psychology courses took a written group ability
test and a written group anxiety test near the beginning
of the semester. Students who failed to attend the
last three class meetings and made no provisions for
making up work were considered dropouts and compared
with the persisters, the remaining members of the class.
Results on the ability test showed significantly lower
scores in the dropout group. The results of the anxiety
tGst were inconclusive but seemed to indicate dropouus
had higher anxiety scores. While six of the seven who
took the test had anxiety scores above the mean, the
difference was not statistically significant because
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of the small number of students.
Zahn and Phillips conclude that lower ability levels
may result in adult students dropping out. The anxiety
levels of students might result in academic problems
as well as a number of other problems for adult students
that contribute to dropping out. Testing for anxiety
is not within the design of the proposed study but these
findings certainly suggest this as an important area of
investigation in further research.
One additional consequence of previous educational
experience might be a positive attitude tov/ard education,
which might influence the adult student's success. If
the adult had always liked school, he/she might be m.ore
willing to persist despite some frustrations. Seaman
and Schroeder (1970) studied this possibility. Using
a "Leisure Activity Survey," they examined the attitudes
of a randomly selected group of 98 employees of the
Florida Power Corporation. It was designed to measure
attitudes toward, as well as participation in, continuing
education. They found a positive correlation between
the respondents ' levels of formal education and their
"educative behavior." However, attitudes toward continuing
education showed no relationships to educative behavior.
That is, a positive attitude toward education did not
necessarily result in the individual's participating,
while higher levels of previous participation in continuing
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education did result in the individual's continuing to
participate
.
Seaman and Schroeder's results may indicate that
once someone has begun to participate in post-secondary
education, they will have a tendency to keep going or
persist. Since the percentage of adults who drop out
seems to vary radically from program to program, it is
hard to verify these findings or explain why this seems
to contradict the fact that adults do drop out.
In summary, a reviev; of research on adults related to
previous education seems to indicate that above-average
ability, academically oriented high school preparation,
and higher numbers of years of school may be positively
correlated with persisting. Lower anxiety levels may also
be related to adult students graduating. Positive atti-
tudes resulting from good educational experiences in the
past are apparently not related to adults enrolling
and then persisting or dropping out.
Health
.
Poor health, chronic illness or handicaps,
or milder limitations of sight, hearing, and movement
may affect the performance of a student. Furthermore,
the condition may preclude participation in education,
forcing a student to drop out of school.
I have only worked with two students who had
serious handicaps while they attended school. One man,
restricted to crutches and a wheelchair , completed his
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degree with CLEP tests, ^ independent study, and with
substantial credit for nonformal prior learning. John's
enrollment at the University occurred before there was
any widespread conversion of buildings for better access.
I think he would have been very limited in his attendance
since he was unable to climb stairs. As far as I know,
he did not take any classes on campus.
The other student I worked with had attended the
University for two years as a blind student. She had
the help of guides and readers from one of the service
sororities, but she found that it was impossible to
carry a full load of courses since reading of assign-
ments aloud required too much time. She also found
it difficult to get enough readers for all her courses.
For these reasons she left school. Happily, she later
underwent surgery that restored most of her sight.
I worked with her as a sighted student when she reentered
school. She still found herself handicapped by partial
sight and said reading was much slower for her than for
others, but she was able to carry a normal load, volunteer
to help more severely handicapped students, and manage
a household for her husband and young child.
^CLEP tests are nationally administered, standardized,
computer-graded tests of college-level factual knowledge.
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The experience of these two students leads me to
believe that profound handicaps must surely limit
the ability to participate in education with regular
students. There are certainly some courageous people
one sees on campus who attend despite such difficulties,
but I suspect there are many more who do not come.
I v;as anxious to see how adults reported the influence
their handicaps had on their educational experience.
Physical limitations on sight, hearing, and
agility increase with age. Most people do not experience
severe limitations, but a slight decline in powers is
common throughout adulthood. The review of literature
that follows relates physical changes in adulthood to
adults persisting or dropping out.
Londoner (1972B) reports on the following two
studies wherein students cited health-related reasons
for dropping out. 3ennet found that 21 percent of the
adult students he surveyed stated that personal or
family illness had caused them to drop out. Ewigleben
found in studying classes in an adult high school that
25 percent of adults who drop out did so because of
personal illness, pregnancy, or childbirth. These
provide some indication that health is related to dropping
out. A review of the literature on the changes in physio-
logical characteristics in adults shows that it might
be reasonable to expect health to be a larger variable
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than these few research reports would indicate.
In a comprehensive discussion of adult learning
and the factors influencing it, Kidd (1973) discusses
changes in physical ability with increased age. Strength
of adults is, on the average, at its peak at around 30
and then declines. Manual dexterity does not decline
until 70 or over. The time it takes signals to travel
through the nervous system increases with age. Sight,
hearing, taste, and smell may become slower, less accurate,
and less sensitive with age. Differences between people
may be influenced by general states of nutrition, serious
illness, alcohol abuse, training, injury, and general
habits. Kidd feels these physical changes can be compen-
sated for in a classroom by an instructor sensitive to
the needs of his/her students.
Kidd and others make several suggestions that would
help adults in a classroom situation. Lighting is
important in a classroom for adult students. Greater
light levels are required than for younger students
because of the loss of visual sensitivity . An instructor
should stand where students can see movements of his/her
mouth. Many who are gradually losing their hearing will
learn to rely on lip reading for understanding. High
contrast between chalk and blackboard or paper and marker
helps students with sight problems. V-7hen showing slides
or asking students to take notes an instructor should
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allow enough time for all students to do the task. If
the content of the course requires overturning an old
habit or learning a nev; way to use an object or idea,
the instructor should anticipate that older students
may require more time than younger students on that material.
On the other hand, if students are relearning material
with which they were once familiar, it will require
much less time than for the students learning it for
the first time.
The decline in sensitivity in the senses may
restrict adults in other ways. For example, Rossiter
(1970) found in male subjects 20 to 60 years old that
recall of information presented on a tape-recorded message
was significantly worse for older subjects than for
younger subjects. He concludes "that listening ability
does decline with increasing age" (p. 42)
.
This may
be particularly true when facial expression and body
attitude are not available as additional sources of
information about the message of the speaker . The adult
student's decline in auditory sensitivity becomes a
handicap when most of a lecture is based on a tape
recording
.
Physical changes, such as a decrease in energy,
may result in a change in the kind of activities in which
an adult student will engage. Zahn (1967) states, "As
people grow older, they become less interested in
jobs
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or hobbies that require physical skill and daring, but
become more interested in reading, writing and music and
other sedentary interests. For this reason, it may be
more difficult to teach skiing to an adult but easier
to teach him literature, creative writing or music
appreciation" (p. 236). In summary, the decline in
sensitivity in the senses over the adult years may make
some particular learning situations more difficult
for older adult students. Decline in energy level may
account for the shift in interest from more active to
more passive topics over a lifetime. Further examination
of the influence of limitations of health and physical
capacity and their influence on the persisting and
dropping out of adult students is incorporated in the
present study since it is of particular interest to me.
Psychological Characteristics of Adults
i
Everyone would agree that an adult is different
from a child in many respects. Our laws and social
customs reflect differences in expectations based on
the adult's ability to be independent and responsible
for himself or herself. Coleman et al. (1974) developed
this contrast more clearly. "Probably the most basic
contrast between adult and non-adult is between those
who are considered capable of providing at least some
form of nurture and those who are considered to require
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some form of nurturing" (p. 97)
.
There is another important contrast between adults
and children, however. "Physiologically, a person becomes
an adult when he has grown to full size and strength
around the ages of twenty to twenty-five" (Whipple, 1957,
p. 7). Physical changes do not stop at age 25, however.
Kuhlen (1963) suggests that "Age is time— time in which
other things . . . happen: time during which habits of
study get rusty, previous knowledge is forgotten, roles
change, energy level shifts" (p. 3) . Other things change,
too. Many physical and psychological changes take place
over the 50-year span from 25 to 75. These changes can
affect the educational experience of an adult student.
One area formerly believed to be affected was intelligence.
No changes in intelligence. Kidd (1973) discusses the
work of Terman, Bayley and Oden, Cranick and Patterson,
and Owens. These researchers all did longitudinal studies
examining the IQ of adult students. Jarvik (1975) ,
Zahn (1967) , and Marcus (1972) also report comparative
and longitudinal studies of adult IQ. All report that
intelligence or learning aptitude does not decline in
the years of adulthood. Speed of the reactions to questions
changes over the years so that older adults may get a
lower score on a test based on number of items completed
in a fixed time period (Zahn) . Marcus believes that the
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slower rates may be due as much to factors such as caution
and high concern for accuracy on the part of the older
subjects, as on a slowing down in the rate of the
thinking process. Wechsler (as reported by Zahn) found
a decline in scores by age on those measures that
depended on speed of response, but not on the tests
where speed was not a consideration. To stress this
point Zahn points out:
Adult mental ability declines if measured by
some types of tests, increases if measured by
others. If the mental ability test requires
the use of experience, practice and judgment,
the scores of older people go up. If the tests
require speed or completely new and unusual
tasks, the scores of older people go down.
However, the scores of well-educated healthy
older people are higher than scores of younger
people and are higher than their own scores
at an earlier age. An older person's ability
to perform well on an intelligence test depends
on the type of test it is, his health, and his
former education, not on his age. (pp. 237-S) .
Generally speaking, then, the decline in physical
health, psychological factors, or other factors may
affect the speed and perhaps the accuracy of older
students (over 50) on various tasks that are used to
measure IQ, but there is little evidence that the ability
to learn declines sharply with age until very late in
life
.
Changes in memory. Another important psychological
factor in learning is memory. In the many years an
adult has been interacting with the world, information
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and behaviors have developed and been stored away.
As a result, memory, recognition of familiar material,
knowing how to learn, habits, familiarity with things
and ideas, and physical ability all affect adult learning
difa.erently than they might affect learning in a young
person. Memory is an important factor in learning.
After all, if you do not remember an item after you
have studied it when the examiner asks, he/she would
say that you had not "learned" it. From investigations
of "memory" in older adults, Marcus (1972) finds, as
in other aspects of learning, mixed results. He finds,
however, no clear indication that the older adult student's
memory is substantially worse than the younger students.
Memory is a topic about which Arenberg (1973)
did an extensive reviev; of the psychological research.
He reports that there are few if any differences between
different age groups in their ability to remember items
for a week or less if the items were not nonsense bits
made up just for testing. Ho\\7ever, as adults reach
60, they m.ay begin to have trouble storing inform^ation
and recalling information in short periods of tim.e.
Further, they may confuse similar concepts or items
when trying to remember them. Perhaps as a result,
the older adult will not use categories to help remember
items. An instructor designing a course for older
students should rely less on memorization, because it
68
is an especially difficult task for people later in life
(age 60 years or older)
. If some memorization is re-
,
ample time should be allowed for the older adults,
who will memorize slowly.
Learning strategy. There are other cognitive factors
in adults learning. When you learn something, then
forget it (that is, cannot recall it)
,
you may recognize
it when it next occurs or relearn it easily. Adults
with more education have learned how to learn, Zahn
(1969) feels. "If they learn how to learn when young
and continue to learn during adulthood, the habit of
learning is so strong and the strategy of learning so
well developed that learning new material will be easier
for them than for children" (p. 49). This implies,
then, that if an adult has once learned to learn, even
if he or she has been away from learning for some time,
it will be easier to learn again.
Habits
.
Zahn (1969) states that old habits may interfere
with a person's learning in new situations. For example,
someone who has worked in an office for 30 days using
one filing system will have less trouble learning a
nev7 system than someone v/ho has worked in the office
30 years and must now learn the new system. The old
habits will interfere m.ore if they are firmly established.
Obviously, the number of things you have been doing for
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a long time and the length of time you have been doing
them increases with age. Older adults may find that
habits interfere with learning more than young people do.
Zahn points out that it is more difficult to use
the familiar in an unfamiliar way. As people grow older
they are familiar with more objects, ideas, and pro-
cedures. Older adults may therefore appear to be less
flexible in their thinking.
The aging process in adults may affect their
experience in school. Although their ability to learn
(as measured by IQ) does not decrease substantially
during most of the adult years, and memory in adults
seems to be quite functional, some psychological influences
such as habit and familiarity may m.ake adults slower to
learn.
Life stages. There are changes in the body over the
adult years that may affect learning. They are not
profound. This aging process need not affect the adult
as a student, but rather the attitude an adult brings
to the learning process has a much more profound effect.
A keen observer of our species, Simone de Beauvoir (1972) ,
observes, "after twenty, and above all after thirty,
there begins a retrograde alteration in the organs.
Should we, from this time on, speak of aging? No, with
mankind itself the body is not a purely natural state;
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it can compensate for loss, deterioration and failure
by various adjustments and automatic responses, by practical
and intellectual knowledge. The word aging does not apply
so long as these deficiencies occur only now and then
and so long as they are easily mitigated.
. . . what
constitutes advance or retreat for man implies the knowledge
of a certain goal" (pp. 12-13) . That is, the changes in
one s body are compensated for and are not apparent;
changes in one's goals produce differences in one's
behavior over the adult years.
Peck (in Anderson, 1956) supports de Beauvoir's
thesis. He states that "the supplanting of sheer
physical vigor and animal powers by the development of
mental powers
,
and by the creation and transmission of
social culture , " are our "uniquely human capacities"
(p. 42). That is, during adulthood, despite a gradual
decline in physical powers, mental and social powers
are maintained (or increased) . "The ability to interpret
perceptions farsightedly, foresee complex consequences,
and make wise decisions . . . may require more lived-
through experience than the years of youth permit"
(p. 42) . Adult development is, then, a series of gradual
changes, perhaps based more on experiences and social
contact than on physically based "critical periods"
of brain and nerve development, as in early life.
A. H. Maslow (1968) describes the changes over
adulthood as a progression from deficiency-motivated
responses and reactions to events and the individual's
environment to grov/th-motivated responses and reactions.
In the earlier stages of development, people are acting
unfulfilled needs for safety, belongingness
and identification, love and respect, and prestige.
they are gratified, they find those positive experi-
ences of "pleasurable tensions" and become motivated
to continue to grow in these areas. The motivation
to take on and complete a task comes from within each
individual. Such an adult is self-directed. Maslow
calls them "self-actualized."
Maslow believes adults may start or continue this
process of growth at any time throughout the adult
years. He is unwilling to assign any particular period
in life as a likely time for the individual to start
or continue. Other theorists have been more willing
to connect certain age ranges with "developmental stages
an adult passes through.
The decade of the twenties. Neugarten (in Sze, 19
describes an age-status system wherein our social
framework, based on other people's expectations of us
and reactions to us, are the result of hov; old we
appear to be. She maintains that age groups relate
to each other along guidelines for social interaction.
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Neugarten also reports an earlier study (Neugarten and
Peterson, 1957, as reported in Neugarten, above reference)
in which four age groups were identified. Young adulthood,
starting at 21 years old, ranges to 25 for blue-collar
individuals and 29 for upper-middle-class persons. The
major concerns at this age are establishing one's self in
the adult world. Marriage, having children, finding a job,
and building some competence are typical activities.
Erickson (1950) described this period as time to establish
intimacy. Scarf (1972, as reported in Troll, 1975) charac-
terizes the "crisis" of the twenties as becoming an adult
and accepting new roles. Kuhlen (in Anderson, 1956)
characterizes adults as somewhat fanciful in seeing the
future as limitless. This group is not included in the
present study precisely because those in it are frequently
continuing in school from adolescence during this stage.
College students are often 22 or 23 at graduation, and
those who choose graduate school as a vehicle for develop-
ment of an adult role are typically in school through almost
this whole period. That is, the twenties, at least in our
era, are still a time when one is typically a student. It
is returning to school after this period that has been rare
and is still unconventional.
The decade of the thirties. Neugarten and Peterson
(1957) describe the next stage as a maturing phase
beginning between 26 to 30 years old and going through
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the thirties to 36 to 39 years old, wherein adults
attempt to develop their potential in the adult roles
that they have chosen. Erickson characterizes this period
as focused on becoming productive or creative in the
chosen field. Henry (in Anderson, 1956) characterizes
the thirties as a time of easy confidence with the exter-
nal environment, and when adults look for a direct result
from their actions. Kuhlen (in Anderson, 1956) describes
this period as a time when adults discover that time
and life are finite and formulate more specific goals
around personal achievements. At this time an adult
becomes more critical and realistic in his/her self-
evaluation. This age group represented the largest number
of subjects ( Ss ) in the present study. They report
strong vocational motivation for returning to school.
This is consistent with the consolidation of experience
and formulation of specific personal goals around more
limited time and energy. They feel relatively confident
in entering (or reentering) the college environment,
which may be somewhat alien to their day-to-day lives
in the recent past, and in taking on the challenge of
college studies. They see the college training or
degree as a direct consequence of their studies, a
measureable achievement.
The decade of the forties. In their forties,
adults begin to consolidate their prior experience.
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Ths accuinula.t6d skills and. knowlGcg© ar© r©fl©ct©d
in activ© mast©ry of th©ir ©nvironm©nt. At work,
adults ar© at th© h©ight of th©ir achi©v©m©nt
. Burg©ss
(in Tibbitts and Donahu©, 1962) r©ports that 83 p©rc©nt
p©rc©iv© th©mselv©s as l©ss than iniddl©-ag©d
. As a par©nt,
adults find that th©ir childr©n hav© grown into s©lf-
sufficiency and ind©p©nd©nc© and that th©y ar© thus
mor© fr©© to conc©ntrat© on the development of outside
interests: friends, hobbies, other leisure activities,
and so forth. Kuhlen (in Anderson, 1956) describes this
group as realizing that their time for achievement will
soon be limited by the serious physical decline of
impending old age, but seeing themselves as still having
time to redo or start over in areas they feel are
insufficiently developed in their lives. This may
decrease their tolerance for ambiguous situations.
Henry (in Anderson, 1956) describes this group as seeing
the external world as more complex and therefore striving
for a more abstract and rational understanding of their
environment. Perhaps as a result of this, the forties
are a time of decreased concern with affective or emotional
intensity and increased desire for achievement of all
goals set. He also explains that preoccupation with
bodv image is at its height.
Peck (in Anderson, 1956) also characterizes adults
in this age group as valuing wisdom more than during
their
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previous decade. He also describes the forties as a time
of valuing physical power less than in the thirties.
Peck points out that adults need more emotional flexi-
bility in these years. They have contact with the largest
number of age groups, with their parents, their own
colleagues at work, their children's friends and children
and perhaps even their grandchildren's friends: elderly,
middle-aged, adults and young adults, teens and children.
They may begin (especially toward the end of this decade)
to have parents or friends die. Children are leaving
home to build their own lives. All this may recuire
shifting of emotional investments from one person to
another. Adults (especially men) are more interested
in people and feelings than in previous decades (Troll,
1975)
.
Neugarten (in Sze, 1975) characterizes people in
their forties as: persons who see themselves and their
powers and energy as the congruent instruments with
which to reach goals; concerned with maintaining physical
well-being; counting their age as time-left-until-death
rather than time-since-birth , as in previous decades;
as having more accurate self-understanding because they
can compare themselves to both younger and older persons
and, as a result, process new information and experiences
in the light of old. They still see their environment
as rewarding the taking risks.
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The group of S£ in their forties might be expected
to be serious students, easily frustrated with obstacles
to completing their degree. They may feel the pressure
of time more than younger students and be anxious to finish
as quickly as possible. Since their children are probably
more independent, requiring less attention, these adults
may report the negative attitudes of family members less
often or as of less consequence to their educational
endeavor. Since these adults may be seeking new emotional
relationships, as a result of the dependence of family
members and the increased importance of emotional involve-
ments, these adults may report increased contact between
themselves and other students.
The decades of the fifties and sixties. The view
of self in relation to the environment during these two
decades begins to reflect a turning inward. Gutmann
(1972) found that these adults increasingly saw the
world as dangerous and too complex. Neugarten (1964)
found that more emphasis was placed on thoughts and
feelings rather than on actions. Stress over the
years may begin to take a toll in physical health.
Goodman (1972) , and Neugarten (1968) report increased
incidence of heart attacks in men who react more
emotionally to crisis. Job satisfaction increases
throughout adulthood, culminating during these
decades. Job mobility decreases as a result of
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investment in seniority and discrimination in hiring.
Kuhlen (in Anderson, 1956) describes these groups
as feeling that time has run out on opportunities to
redo mistakes. Weinberg (in Anderson, 1956) reports
that these adults see love differently than younger
adults. Past experiences are all there is; if they were
bad, they will not have another chance to do better.
Henry also characterizes adults in these age groups as
more willing to leave things unfinished or incomplete.
Taylor (reported by Kuhlen in Anderson, 1956)
found that with respect to willingness to disagree with
others, men in these age groups were most willing to
take a strong stand. Henry (in Anderson, 1956) found
members of this group most apt to express a concept of
the external world as abstract (versus immediate) and
rational (versus emotional) . They were also less inter-
ested in directing and influencing the affairs of others.
Gutmann (1972) and Neugarten (1964) describe this as
greater independence. The actions of this group do not
hinge on the actions of others in their environment.
Students in these age groups are more apt to be
strongly opinionated, perhaps speaking out more. If
teachers find opinionated students threatening, there
may be evidence of this in the report of these students.
Ill health may be more of a factor in the educational
experience these students report. Adults in these decades
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qualify for early or regular retirement under many programs.
As a result of health or retirement, many of these students
may be unemployed while enrolled in school.
Since these age groups are more willing to leave
things undone and to see it as too late to redo previous
mistakes, there may be a much smaller number returning
to school, especially for vocational reasons. Reasons
for return are more likely to reflect a greater concern
with personal development and personal satisfaction.
In summary, the evolution of self-direction,
self-concept, and motivation in adults from the late
twenties through the sixties should be reflected in
the responses of in this study. Vocational motivation
should be especially high in the youngest group and
lower in the oldest. Conversely, v/ith the increase in
sociability for adults through their forties, reported
contact and the effect as a result of that contact on
the educational endeavor should be reported. A growing
sense of urgency to meet one's goals should be reflected
through the forties and then would be expected to decline.
^ fairly narrov; concern with personal achievement in the
thirties may be reflected in large enrollments of adults
in school to train or gain credentials for advancement.
In the forties the increased sense of personal power
and success should produce a decrease in enrollment. A
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further decline in enrollment in the fifties and sixties
may reflect the turning inward in later years.
CHAPTER III
THE RESEARCH METHOD
The present study examines demographic character-
istics and six specific areas of personal environment
-‘-Si^snces between adult— student dropouts and persisters
and between age groups in bachelor— level degree programs.
These areas of personal environment were identified
by interviewing people who work with adult students
and were verified in the literature (see discussion in
Chapter I and Chapter II)
.
This investigation involved a mailed survey
collecting information from 214 adults who were classified
as persisters or dropouts and by age group. These data
were analyzed to find trends in the data for the sample
population and to find significant differences in the
variables between the persisters and dropouts and between
different ages (developmental stages)
.
Definitions
Some definitions limiting the meaning of terms
used in discussion of this study are necessary.
Adult. A person 28 years old or over is an adult.
Adul t students . Any adult persons who were
matriculated and enrolled for at least one full semester
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at the University of Massachusetts, Amherst, are adult
students
.
Persisters
. Any adult students who completed a
bachelor-level degree through the University are persisters
• Any adult students who were registered
for at least one semester at the University between
Spring 1973 and Fall 1976, but who were not enrolled
for the spring semester 1977 are dropouts.
The Research Questions
The study is focused around a set of six research
questions. It is designed, first, to examine the
influence of six personal environmental factors on
adult students in their educational endeavor and, second,
to determine if there are any significant differences
between adult persisters and dropouts at different stages
of development in any of the variables to be considered.
The research questions are as follows:
(1) What is the influence of fam.ily members'
attitudes on adult students? Is there any difference
between dropouts and persisters or between age groups
in their reported perceptions of the supportiveness of
family members to the educational endeavor?
(2) What is the influence on adult students of
educational costs? Is there any difference between
dropouts and persisters or between age groups in their
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reported ability to afford school expenses?
(3) What is the influence of their jobs on adults
who work? Is there significant difference between drop-
outs and persisters or between age groups on their
reports of the supportiveness of their job to the educa-
tional endeavor?
(4) What is the influence of the attitudes of
faculty and students on the adult students experience?
Is there any difference between the dropouts and persis-
ters or between age groups in their reporting of the
attitudes of faculty and other students they encounter
at the University?
(5) What is the influence of an adult's educational
history? Is there a difference between dropouts and
persisters or between age groups in their educational
history?
(6) What is the influence of health and physical
limitations on the adult student? Is there any difference
between dropouts and persisters or between age groups
in their reported health, physiological limitations, or
handicaps?
In addition, the demographic characteristics of
sex, race, and citizenship will be examined for signifi-
cant relationships to the above questions. Each section
of the research instrument is designed to provide data
about one of the research questions (although not
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necessarily in the order listed above)
. A copy of the
survey appears in Appendix A.
Method of the Study
Subjects (£s)
.
Potential ^ were identified by examining
lists of all students over 25 years of age issued each
semester for the past several years to the Center for
Advising of Older Students (CAOS) on campus. The names
and mailing addresses of students who appear on one of
the earlier lists but who do not appear on the list for
the Spring 1977 semester were copied onto the mailing
list of potential Ss .
The potential ^ population consisted of 1203
persons who had been at least 25 years old during one
or more of the semesters they were enrolled between
Spring 1973 and Fall 1976. The range of age of the
potential S£ population is not known. About 39 percent
of the population are females, and about 61 percent
are males.
Actual Ss were self-selected from the population
of potential S_s. Those who received the mailing and
decided to complete and return the questionnaire were
included as Ss in this study. Data were collectea from
214 adults, composed of about 71 percent persisters and
28 percent dropouts. About 1 percent of the respondents
did not indicate what the circumstances of their leaving
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had been and are classified as "no answer."
The mean age of the ^ was approximately 35 years;
most were white (88 percent) and about 62 percent were
males. About one half had incomes of $10,000 or less
during their last year at the University.
also classified into three age groups
:
28 to 38, 39 to 49, and 50 or over. Group 1 (28 to 38
years) contained about 78 percent of the Ss; group 2
(39 to 49 years) contained about 17 percent of the Ss;
and group 3 (50 years and up) contained about 4 percent
of the S£. Two £s did not provide a birth year (on which
the assignments were based) and so were not assigned a
group.
The instrument. The questionnaire was designed to solicit
demographic information (e.g., age, sex, race) and to
explore the research questions that have been described in
a previous section. It was developed in four stages.
First, a brief review of social science and educational
research literature v/as done to identify any instruments
that might be adopted, in part or in whole, to collect
the data desired. No instrument was located that seemed
appropriate
.
During the second stage, the author developed a
wide variety of questions, focused on the six research
areas, which used a variety of formats for responses.
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These were copied onto index cards. Friends, family,
and acquaintances were given a brief, verbal summary of
the goals of the study and were asked to read through
and comment on the items written on the cards. Each person
was asked how he/she would respond to the item from any
personal experience (most of these volunteers were
currently, or had been recently, adult students)
. Thev
were asked to comment on anything that was unclear,
offensive, or peculiar about the item. Based on the comments
of each individual, the item was changed until he/she was
satisfied with its phrasing, and the author was
satisfied that it elicited the kind of information she
was trying to obtain. Twelve people served as informal
evaluators of the item.s at this stage.
In general, the items that were statements with
an agree-disagree response scale (see questions 22 through
26 as examples. Appendix A, Final Questionnaire) seemed
to be easiest for the evaluators to understand. In
addition the author anticipated that the responses on
such questions v/ould be much easier to code and evaluate
statistically than open-ended items. In the author's
opinion, some information was best solicited by items
defining the area of inquiry and then offering categories
from which the respondent is to select (see items
6 through 10 as examples. Appendix A, Final Questionnaire).
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In the third stage, a pilot questionnaire was
developed, administered, and evaluated. Items developed
in the previous stage were ordered by topic and arranged
so that items with similar format were together. Brief
statements were written to introduce each section.
The ordering and the introductory statements were to
reduce possible confusion that might result from items
addressing six different topics in the same questionnaire.
This preliminary draft of the questionnaire was typed and
duplicated on both sides of 8 1/2-by-ll inch paper.
This preliminary draft was administered to a
pilot group of 48 currently enrolled adult students
from the University. In the cover letter, recipients
were told that the enclosed questionnaire was a draft.
They were asked to answer the questions. In addition,
they were asked to make comments in the margins or at the
back to discuss the clarity of the questions, their
interpretations of the meanings of the questions, and
any ideas they had about other ways to explore the
variables
.
Results from the questionnaire answered by the
pilot Ss were analyzed using Pearson Product Moment
Correlations. Questions that were highly correlaued and
that should not have been saved for some other reason
were eliminated. This reduced the length of the ques-
tionnaire from 119 items on 27 pages to 115 items on
87
pagss . ThG shortGr l©ngth of thG guGstionnairG was
SGGn as dGsirablG for two roasons. First, it sGGmGd
intuitivGly that th© shortGr th© quGstionnair©
,
th©
mor© likGly pot©ntial ^ would b© to tak© th© tim©
to answGr
. S©condly, th© short©r quGstionnair© w©igh©d
l©ss and th©r©for© r©quir©d l©ss postag© to s©nd.
Th© final draft was comitiGrcially print©d and
mail©d to th© 1203 pot©ntial S£. A cov©r l©tt©r was
d©v©lop©d to accompany th© quGstionnair©, ©xplaining
th© projGCt and r©qu©sting a prompt r©turn of th©
compl©t©d quGstionnair©. That l©tt©r stat©d that p©rsons
r©plying would be paid $2.00 upon receipt of th©
completed questionnaire (copies of th© questionnaires
and cover letters appear in Appendix A)
.
Procedure
.
Potential ^ were sent the cover letter,
the questionnaire, and a postage paid, addressed return
envelope. After two weeks a follov/-up postcard was sent
reminding all the potential S£ to return the questionnaire
and requesting that they do so as soon as possible.
Upon receipt of the completed questionnaire, a
check for $2.00 was sent to each S who had not speci-
fically requested otherwise. (Approximately 15 percent
of the Ss asked either that I keep the money or that I
send a check to some charitable organization. ) With
^The Kidney Foundation and the Greenfield Animal
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the check, or in its place, was sent a printed "thank
you" note, which I signed. In many instances, where
Ss asked questions, or made extensive comments I wrote
letters in reply, thanking them for their time and
effort and replying to their observations.
Shelter were designated by name to receive the money.
Contributions were also sent to the Red Cross for
several who did not specify an organization.
CHAPTER IV
THE RESULTS OF THE SURVEY
The Subjects (Ss)
(Ss) . The S
s
of this stuciy are self
—selected
.
Any person returning a completed questionnaire is included.
Their characteristics. There are 214 respondents to this
survey. About 62 percent are male and 37 percent fem.ale;
1 percent did not indicate their sex. The mean age of
the respondents is about 35 years old, with the youngest
28 and the oldest 59 years old. About 88 percent identify
themselves as White, 5 percent as Black, 2 percent as
Spanish origin, and 4 percent as American Indian. About
2 percent report their racial category as "other" and
3 ^ did not answer this question.
About 51 percent of the respondents report that
they are married and were living with their spouse during
their last semester at the University. Approximately
7 percent are married but not living with their spouses.
Almost 20 percent are divorced or widowed, and about
24 percent have never married. Two S£ did not answer
this question. Roughly 93 percent of the respondents
are born United States citizens. About 4 percent are
naturalized citizens, and about 2 percent are not citizens.
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^^sp^resentativsnsss
.
B©caus6 thsr© ar© v©ry
f©w data availabl© about th© und©rgraduat© population
at the University of Massachusetts, it is difficult to
determine the relationship of this sample to the whole
population of adult students on campus. My personal guess
is that they are moderately representative, based on
the following data.
An attrition study of the class of 1975 done by
the Student Affairs Research and Evaluation Office (Dion
et al.,1977) found that about 25 percent of those who
entered the University as first-time freshmen in the fall
of 1971 or during spring session of 1971 were withdrawn
from the University in six years. About 28 percent of
the S_s in the present study are classified as dropouts.
In Dion et al., about 36 percent of the dropouts are
female. In the present study about 39 percent are female.
These data would indicate that adult persisters and
dropouts in the present study are very similar to the
whole population of undergraduates.
The population of potential Ss varies somewhat
more from the data collected by Dion et al. In a random
sample of half (51 percent) the persons identified as
potential S£, approximately 70 percent appear to be
males. Nearly 28 percent appear to be female, and about
2 percent cannot be classified by sex based on their
first name.
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All of the 1,203 persons identified as potential
S£ were sent the initial mailing of the materials described
in Chapter III of this paper. The United States Postal
Service returned about 25 percent of that mailing as
undeliverable. A number of persons wrote letters to
the author, apparently in response to the follov/-up
postcard, indicating that they had not received the
mailing, although it had also not been returned
to the author
. This indicates that there are more
potential S£ that did not receive the initial mailing
than the 259 "undeliverables."
About 37 percent (442) of the potential Ss returned
the questionnaire. Of those returning, 52 percent (228)
had not filled out the questionnaire. The cover letter
had explained that although the sources of addresses
of potential Ss^ contained names of people over 25 years
old, the present study was directed at persons over 30.
Persons not yet 3C were asked to return the questionnaire
unanswered. It may be that more persons under 30 years
old reading the instructions did not bother to return
the unanswered questionnaire than persons over 30,
thereby distorting the percentage of questionnaires
returned
.
If 25 percent (301) of the initial mailing was not
delivered, then the number of potential Ss actually
reached by the mailing is 902. The 442 returned
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questionnaires represent about 49 percent of those
contacted
.
Examining the return rate in a different v;ay, if
52 percent of the original 1,203 potential subjects
are under 30 years old, only about 626 persons are of
interest to the present study. If 25 percent of those
never received the initial mailing, only about 469
potential subjects were contacted. The 214 completed
questionnaires returned are a 46 percent return rate
of that group.
The analysis. The responses on the returned question-
naires were coded onto I.B.M. cards and analyzed using
the Statistical Package for the Social Sciences (SPSS)
.
Percentages, basic distributions and statistics were
computed on each item. A cross-tabulation analysis
was also done for each item by dropouts and persisters
and by age group to compute chi-squares for tests of
significance
.
The results of the survey are reported in six
sections, each section corresponding to one of the
areas of investigation. Tables in each section list the
items from the questionnaire, in the order in which
they are discussed in the text. The percentage of
respondents choosing each answer is also given.
Statistically significant differences of p < .05,
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£ < .01, and £ < .001 are noted on the tables and
discussed in the text. In testing for significance
between age groups, only Group 1 (23 to 38 years old) and
Group 2 (39 to 49 years old) were included in computation
of the chi-square. Group 3 (50 years and up) included
too few ^ to compute reliable results.
It should be noted that in adopting a £ < .05
criterion for significance and with the large number
of items reported here, about 12 would appear erron-
eously significant. Twenty-four of the items are signi-
ficant at £ < .05 when tested by persisting and dropouts,
and 23 items are significant when tested by age group.
Influence of the Family on the Adult
Student
The family of a student is in a position of
influence over the experience that student has while in
school. The family members can be cooperative, supportive,
and encouraging, or uncooperative, pressuring, and
hostile to the educational endeavors of a student. Data
from the cuestions pertaining to this variable appear
in Tables 3 and 4.
In describing the reactions of various fam.ily
members to the adult as a student, a j.arge majority
of the respondents report positive attitudes. Well
over half of those answering describe all family members
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Table 3
Attitude of Family Members — Responses to:
"Circle the number after each person which tells how
they felt about your being a student."
Item Family Member :
52(i0 father
Percentage of Those Answering This Item
All
Responses : Responses Pers is ters Dropouts Group 1 Group 2
60.2 59.7 64.0 67.1 36.4dldn t care 3.6 4.2 2.0 2 6 9 1displeased 4.6 3.5 slo 4^5 3^0
I don’t know 9.2 9.0 8.0 9!7 9!l
I don't have any 22.4 23.6 18.0 15 .5 42 !4
I tern Family Member :
53 mother
(94.42)
Percentage of Those Answering This Item
All
Responses : Responses Persisters Dropouts Group 1 Group 2
pleased 75.2 78.2 69.8 78.0 67.6
didn't care 6.4 6.1 7 .5 5.0 14.7
displeased 4.0 3.4 5 .7 4.4
I don't know 6.4 4.8 7.5 6.3 8.8
I don't have any 7.9 7 . 5 9.4 6.3 8.8
I tern Family Member :
54 siblings
(95.3%)
Percentage of Those Answering This Item
All
Responses : Responses Persisters Dropouts Group 1 Group 2
pleased 64.3 67.8 54.7 64.6 61.8
didn't care 15.9 14.4 20.8 15 . 2 17.1
displeased 1.0 .7 1.9 1.3
I don't know 11.9 11.6 11.3 ’ 12.7 11.8
I don't have any 7.0 5.5 11.3 6.3 8.8
I tern Family Member :
55*00 other relatives
(95.3%)
Percentage of Those Answering This Item
All
Responses : Responses Pers is ters Dropouts Group 1 Group 2
pleased........ 60.8 66.9 44.4 61.7 57.6
didn't care. 13.2 12.2 16.7 12.3 15.2
displeased 2.0 2.0 1.9 1.2 6 .1
I don't know 22.1 16 . 9 35 . 2 24.7 15 .2
I don't have any 2.0 2.0 2 . 9 -
6 .
1
I tern Family Member :
56 spouse
(94.4%)
Percentage of Those Answering This Item
Responses
:
Responses
74.3
Persisters
73.2
Dropouts
77.2
Group 1
77.2
Group 2
63.6
6.4 6.3 7.0 7.0 2.9
8.4 8 .
5
7.0 5.7 17.1
3.0 2.8 3.5 2.5 5 . 7
I don't have any 7.9 9.2 5 . 3
7.6 5 . 7
3 The number In parentheses under Che item number is the percentage of ^
answering the item.
* 2 <.05 for persisters versus dropouts.
30 £ <.01 for group 1 versus group 2.
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Table 4
Responses Related to the Influence of Family
on the Adult Student
Item^ Statement
;
58 "My family was proud I was a student."
(98.12)
Percentage of Those Answering Th is Item
aTI
Responses : Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 4.7 4.7 5.0 4.8 2.8
2
4.2 4.0 5.0 3.6 8.3
3 13.7 11.3 20.0 13.9 11.1
4
25.0 24.0 28.3 29.1 8 .3
strongly agree 5 52.4 28.3 41.7 48.5 69.4
I tern Statement :
62@ "My family pressured me to get good grades.
(92.22)
Percentage of Those Answering This Item
All
Responses : Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 49.0 49.7 44.6 43.6 69.4
2 20.2 20.8 19.6 23.3 8.3
3 19.2 20.8 16.1 19.0 19.4
4
8.2 6.7 12.5 9.8 2.8
strongly agree 5 3.4 2.0 7.1 3.7 11.4
I tern Statement :
63@ "My family resented my spending time on school work,."
(96.32)
Percentage of Those Answering This Item
All
Responses Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 50.0 50.9 54.3 28.6
2 19.9 12.3 17.9 20.0
3 13.7 21.1 14.8 20.0
4 11.0 10.5 9 .
3
20.0
strongly agree 5 5.5 5.3 3.7 11.4
I tern S tatement
:
60 "My family was very considerate when I was studying and tried to help out
(95.82) in little ways."
Percentage of Those Answering This Item
All
Responses
:
Responses Perslsters Dropouts Group 1 Group 2
s trongly disagree 1 4.9 6.2 1.8 3.1 11.1
2 10.2 10 .
3
10.5 17.8 19.4
3 22.0 21.4 22.8 17.2 13.9
4 23.4 23.4 24 .
6
13.5 16.7
s trongly agree 5 38.6 40.4 14 .
7
11.1
^ The number In parentheses under the Item number is the percentage
of Ss
answering the Item.
3 £ <.05 for Group 1 versus Group 2.
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I tern
65*
(97.2%)
Table 4 (Conclnued)
S ta cement
:
My family pressured me to finish school as quickly as possible
Responses :
strongly disagree 1 ..
2 . .
3. .
4. .
s trongly agree 5 . .
Item S tatement
:
Percentage of Those Answering This Item
Responses
36.5
Pcrsis ters
39.2
Dropouts
29.8
Group 1
36.8
Croup 2
38 .9
17.3 20.9 8.3 17.8 19.4
18.3 16.9 21.1 17.2 13.9
13.5 12.8 14.0 13.5 16.7
14.4 10.1 26.3 14.7 11.1
64
(97.2%)
"My family was interested in what I was studying.
Percentage of Those Answering This Itemin ”
Responses ; Responses Persiste rs Dropouts Group 1 Group 2
strongly disagree 1 9.1 9.5 3.8 8.0 —n .1
2
14.9 14.9 15.8 14.1 19.4
3
28.4 29.1 22.8 25.2 41.7
27.9 28.4 28.1 33.1 11 .1
strongly agree 5 19.7 18.2 24.6 19.6 16 7
I tern Statement
:
66 * "A crisis which happened to a member of my family (for example, illness or
(96.3%) unemployment) made it difficult for me to continue my own schooling."
Responses
s trongly
strongly
disagree 1
2
3
4
agree 5
All
Responses
53.4
10.2
10.7
15.5
Persisters
56.2
13.0
7.5
10.3
13.0
Dropouts
43.9
3.5
17.5
12.3
22.8
Group 1
56.2
8.6
9.1
10.4
14.8
Group 2
48.6
14
.
3
8.6
11.4
17.1
I tern S tatement
:
61 "It was very hard on my family that I was a studnet."
(96 . 7%)
Percentage of Those Answering This I tern
All
Responses Responses Persisters Dropouts Group 1 Group 2
s trongly disagree 1 27.1 27.0 26.8 30.7 11.4
2 17.6 12.5 17.8 14.3
3 21.7 21.6 21.4 18.4 31.4
4 22.3 16.1 19.0 25.7
strongly agree 5 14.5 11.5 23.2 14.1 17.1
I tern S tatement
:
59 "My family benefited from my being a student . '*
(97.2%)
Percentage of Those Answering This Item
All
Responses
;
Response s Persisters Dropouts Group 1 Group 2
s trongly disagree 1 17.3 16.2 20 .
7
18.4 13.9
2 18.3 16.2 24.1 20.2 13.9
3 23.6 27.6 25.2 19.4
4 14.9 6.9 12.3 16.7
strongly agree 5 29.1 20.7 23.9 26.1
£< .05 for persisters versus dropouts.
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as "pleased" about the adult being a student (items 52
through 56, see Table 3) . In addition, three-quarters
of respondents report their families were proud that
they were students (77 percent, item 58, Table 4). Most
respondents report that their families did not pressure
them to get good grades (69 percent, item 62) or resent
the time the adult spent on school work (68 percent,
item 63)
.
About 60 percent report that their family
was considerate and helpful during study times (item 60)
.
More than half the respondents (about 54 percent) report
that their family did not pressure them to finish school
quickly (item 65) while almost half (about 48 percent)
indicate that their family was interested in the adult's
studies (item 64)
.
Family crises precipitated by an
event in the life of another member of the family did
not cause difficulties for most of the respondents
wishing to continue their ov/n schooling (64 percent,
item 65)
.
The respondents are more divided on the benefits
that the adult's schooling had on the family (44 percent
disagree, 35 percent agree, item 61) , and when asked
directly whether their family benefited from the adult
being a student, similar numbers of respondents agree
(36 percent) that they had as felt that they had not (39
percent, item 59). In his or her own mind, the purpose
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of ^oturning to school for the adult is for personal
gain or development.
It seems that as long as the family members are
supportive of the adult, even when the family gains
nothing directly, the adult student will pursue his/her
own education. In general, adult students who return
to the University have the support of their family
members. (It may be that adults v/ho do not have support
never return to school.)
Significant differences betv/een persisters and
dropouts seem to contribute to this interpretation.
Dropouts were more likely to indicate that the family
pressured them to finish school and that crises in the
family made them leave school (items 65 and 66)
.
They
also report more frequently than persisters that other
relatives outside the imm.ediate family had apathetic
attitudes to their being in school, indicated by the
responses to "didn't care" and "I don't know" in item 55.
These responses might indicate that the best circumstances
for the adult pursuing further education include support
from not only the immediate family but also from the
more extended family meiiibers.
is correlated with a number of items in this
section. As would be expected, the older the student
the more likely he/she is to have lost relatives. Since
men have a shorter life expectancy, fathers, ana perhaps
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grandfathers and uncles (classified as "other relatives")
,
are likely to be dead for the adults in Group 2 (items 52
and 55)
.
Older students are more likely to disagree that they
were pressured by fam.ily to get good grades, but they
are more likely to agree that family members resented
the time they spend on school (items 62 and 63) . These
are both areas of concern to any student, but it is
not obvious v/hy families would feel differently about
two related areas. These pressures on older students
should be investigated more completely in later research.
The Ability to Afford School and Meet Other
Financial Responsibilities
The traditional undergraduate has very few expenses
during college years besides tuition, room, board, books,
and entertainment. The adult student has a different
lifestyle, which includes, in addition to all those
same costs, room and board for any dependents, time payments
on a home, appliances, a car, child-care expenses, commuting
costs. To examine the adult student's perceptions of the
cost of school relative to other financial responsibili-
ties, questions were asked about the adult's employment,
sources of money for school expenses, level of income,
and difficulty of meeting school expenses while still
providing support for themselves and any dependents.
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(xhe items and responses related to these Questions
are found in Tables 5 and 6)
.
Sources of income. There is a wide range in the income
levels of respondents during the last year they were
enrolled at the University. Although about 50 percent
had a total household income of less than $7,000, about
18 percent had a total income of $15,000 or more. Close
to 10 percent report incomes of $20,000 or more (item 10).
More than 73 percent of the respondents were
employed during their last year at the University.
About 65 percent were paid for their work (item 45)
.
About 33 percent indicate that their own or someone
else's salary was the major source of m.oney used to
pay expenses during their last semester (item 27)
.
About 57 percent indicate that G.I. Bill benefits or
scholarships, grants, and loans were their major source.
It would seem that, although a large majority of adults
work for most living expenses for themselves and their
dependents, they still depend on outside supplements
to their income to afford the major cost of school.
For almost all respondents, some of the secondary sources
of money for school come from within the household.
About 98 percent report salary or savings from themselves
or immediate family as a secondary source (item 28)
.
About 12 percent had other sources to supplement paym.ents
of their school expenses, including one person who sold
I tem^
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(98. IZ)
Table 3
Adult s Ability to Afford School and Meet other
Flnaaclal Res pons lb 11 1 ties
S t a t emen t
:
Please circle the number which Indicates the total Income of your house-hold (Including you, your spouse, your dependents) for the last year you
were enrolled at UMass."
Percentage of Those Answering This I tern
aTI
Responses : Responses Perslsters Dropouts Croup I Croup 2
1 -under $3,000 21.0 20.8 22.4 25.2 5.4
2 -$3,000 to $4,999 17.6 18.8 15 .5 20.2 8.1
3 -$5,000 to $6,999 12.4 13.4 10.3 12.3 16.2
4 -$7,000 to $9,999 15.2 12.8 22.4 17.2 5.4
5 -$10,000 to $14,999 15.7 14.8 17.2 12.9 21 6
6 -$15,000 to $19,999 8.6 9.4 6 .9 6.1 18 !9
7 -$20,000 and over 9.5 10.1 5.2 6.1 24.3
I tern
45
(73.4%)
S ta tement
:
"Please circle the number which indicates the type of employment you had.
Percentage of Those Answering This Item
All
Responses
:
Responses Perslsters Dropouts Croup 1 Group 2
1 -employee of company... 68.2 51.0 66 .
7
69.6 64.5
2 -self-employed 10.2 7.3 16 . 8.7 12.9
3 -worked without pay for family .
.
.6 . 7 - - 3.2
4 -worked without pay for non-
profit organization. .
.
6.4 6.0 4.8 6 . 1 6.5
$ -ocher.. 14.7 12.6 11.9 2 .6
Item Sea cemen c
:
27 "Please circle the number of Che one item below which indicates the major
(99.1%) source of Che money you used to pay expenses during your last semester."
Percentage of Those Answering This I tern
All
Responses
:
Responses Perslsters Dropouts Group 1 Group 2
1 -my own salary 22.2 16.7 32.2 18.3 29 .
7
2 -my own savings. . . . 7.1 8.0 5.1 6.1 5.4
3 -salary of someone else 10.8 13.3 5.1 10.4 16.2
4 -savings of someone else .9 1.3 - 1.2 -
5 -scholarship, loan. grant, award 22.6 22 .
7
23.7 22.6 27.0
(s - r. . T . R < 1 1 33.5 35 . 3 30.5 38.4 18 .
9
7 -other. 2.9 2 . 3.4 2.4 2.7
I tern
28
(82.7%)
Statement :
"Please circle the numbers of all the secondary sources of money used for
school expenses different than the major source you indicated in the last
question. You may circle more chan one."
Responses :
1 -my own salary
2 -my own savings
3 -salary of someone else..
4 -savings of someone else.
5 -scholarship, loan, grant
6 -C.I. Bill
7 -other
Percentage of Those Answering This Item
All
Responses Pers is cers Dropouts Croup 1 Croup 2
42.9
36.7
20.3
8.5
award . 18.1
9.6
12.0
31.1 31.7 45.0 41.4
17.9 28 . 3 36.4 34.5
7.3 15.0 22.9 2.9
17.9 6.7 9.3 3.4
8.6 10.0 17.9 10.3
.7 6.7 8.6 13.8
11.4 6.7 10.0 24.1
I The number in parentheses under the item number is the
percentage of is
answering the item.
999 2 < .001 for Croup 1 versus Group 2.
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Statement :
"I felt that the day to day expenses of my family came firstUMass expenses to me came second." '
Responses :
strongly disagree 1
2
3
4
strongly agree 5
Percentage of Those Answering This Item
Responses Persisters Dropouts Group I Group 2
7
.
1
6.1 9.8 7.0 8.7
9.9 9.2 9.2 8.8 17.4
24.1 26.5 19.5 23.7 26.1
18.4 20.4 14.6 20.2 8.7
40.4 37.8 46.3 40.4 39.1
S ta t emen t
;
"While I was in school I lost income that
Responses
s trongly
strongly
disagree 1
2
3
4
agree 5
All
Responses Persia ter
s
18.7
10.3
12.1
9.3
49.5
Dropouts
21.6
8.1
18.9
16.2
35.1
Group 1
16.5
9.9
14.9
12.4
46
.
3
Group 2
27.3
13.6
9 .
1
4.5
45.5
I tern
23***(a(a
(97. 2b
S tatemen t
:
"I found that if you plan carefully, school at UMass is not too
Percentage of Those Answering This
expens ive
.
Item
Responses
All
Responses Persisters Dropouts Group 1 Group 2
s trongly disagree 1 5.8 2.7 13.6 7.4 -
2 17.3 13.6 27.1 19.6 11.1
3 18.8 18.4 20.3 20.9 11.1
4 26.4 30.6 15.3 27.6 25.0
strongly agree 5 31.7 34.7 23.7 24.5 52.8
Item
24
(76.2%)
S ta tement :
"It was very hard to support myself (and any dependents) and still pay
school expenses. Percentage of Those Answering This Item
All
Responses : Responses
strongly disagree 1 14.7
2
23.9
3
22.1
4
19.0
strongly agree 5 20.2
Item Statement:
Persisters Dropouts Group 1 Group
18.3 6 .
4
11.9 25.0
25.2 19.1 25.4 16.7
21.7 23.4 20.9 29.2
19.1 19.1 21.6 8.3
15 .
7
31.9 20.1 20.8
26(§ "Educational costs (books, tuition, fees, etc.) were so expensive I really
(96.12) had trouble staying in school."
Percentage of Those Answering This Item
All
Responses : Responses
strongly disagree 1 36.4
2
32.0
3
17.5
4
8.3
strongly agree 5 5.8
Persia ters Dropouts Group 1 Group
39.0 29 .
8
30.0 54.3
34.2 26.3 37.5 14.3
15.1 22.8 16.9 22.9
8.2 8.8 10.0 2.9
3.4 12 . 3 5 .
6
5 . 7
I tern
99(3
(99.1%)
Statement
:
"Please circle the number which indicates the distance you traveled one
wav, to come to UMass during your last semester."
Responses :
1 - 3 miles or less
.
2 -4 to 10 miles ..
3 -11 to 20 miles . .
4 -21 miles or more
Percentage of Those Answering This Item
Responses
23.1
Persisters
26 .
7
Dropouts
15 . 3
Group 1
26.8
Group 2
13.5
22.6 20.7 27.1 25.6 10 .
8
23.6 26.0 18.6 23.2 27.0
30.7 26 . 7 39.0 24.4 28.6
*** £< .001 for persisters versus dropouts.
09 £< .01 for Group 1 versus Group 2.
0 £< .05 for Group 1 versus Group 2.
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f boat and another who gambled to stay in school
.
Adults who return to school use many resources to meet
expenses. It is important to determine what place school
expenses take in their financial priorities.
The income sources of dropouts and persisters is
not significantly different. However, as would be
expected, those adults in Group 2, the older age group,
make more money than the younger group. They have been
working longer and have thus accumulated more experience,
seniority, and greater skills. The differences in
income are reflected in the answers to several questions
throughout this section.
Difficulty of meeting school and living expenses. It
would seem that basic needs are the cause of the greatest
concern to adult students. About 61 percent report that
meeting the costs for food, rent, telephone, and clothing
are "difficult" or "very difficult" (item 31, Table 6).
These are expenses that are not usually directly supple-
mented through most scholarships or the G.I. Bill. It
is also probably a larger piece of most people's budget
in relation to school costs. Also the direct school
costs, such as books, supplios, commuting costs, tuition,
and fees, are all difficult to meet for many adult
students. Child-care costs are a problem for almost half
of those with young children (items 29 through 33, Table o)
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Table 6
The Difficulty for Adults of Various Types of
Expenses During Their Last Year
I tem^ S ta tement
:
29 "Tuition and fees"
( 96 . 72 )
Percentage of Those Answering This Item
All
Responses
:
1 -very difficult
Responses
^ . 1
Persisters
3 4
Dropouts Group 1
4.3
Croup 2
2 -difficult 29.0
51.7
14.0
27.4
54.1
15.1
32.8
44.8
12.1
3 -not difficult 50.3
13.54 -had no such experience 20.0
Item Statement:
30 "Books and supplies"
(95 . 32)
Percentage of Those Answering This I tern
Responses
:
1 -very difficult
2 -difficult
3 -no t dlf f Icul t
4 -had no such experience
All
Responses
6.9
33.3
54.4
5.4
Persisters
5.5
33.8
55.2
5.5
Dropouts
10.7
32.1
51.8
5 .4
Croup 1
7.5
35.6
31.3
5.6
Group 2
5.9
29.4
58.8
5 .9
Item Statement:
31 "Food, rent, phone and
(96.02)
clothing"
Percentage of Those Answering This Item
Responses
:
1 -very difficult
2 -difficult
3 -not difficult
4 -had no such experience
All
Re sponses
24.1
36.9
31.5
7.4
Persisters
22.8
35.2
32.4
9 . 7
Dropouts
29.1
43.6
27
.
3
Group 1
26.4
40.3
28.9
4.4
Group 2
20.0
28.6
21.4
20.0
Item Statement:
32 "Babysitting, daycare"
Percentage of Those Answering This I tern
Responses
:
1 -very difficult
7 -Hlfficiilr
All
Responses
5.5
8.3
Persisters
4.6
9.2
Dropouts
8.3
6.3
Group 1
6 . 3
9.8
L Croup 2
3.2
3.2
. 16.0 14.5 18.8 12.6 29.0
4 -had no such experience 70.2 71.8 66 . 7 71.3 64 .
5
Item Statement:
33* "Commuting costs"
Percentage of Those Answering This I tern
Responses:
All
Responses
8.3
Persisters
6.2
Dropouts
13.8
Group
8.0
1 Group 2
11.8
7 -d-fff-frnlr 31.6 26 .
2
43.1 30.2 44.1
45.6 51.0 32.8 45.7 32.4
4 -had no such experience 14.6 16.6 10.3 16.0 11 . 8
^ The number in~parenthe 3 e 3 under the item number is the
percentage of Ss answering
the item.
* £<.05 for persisters versus dropouts.
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Despite the problems adults may have meeting expenses,
they struggle to make it possible to go to school. The
adults' priority is to provide support for their families
(item 22, Table 5) and most see themselves as at least
temporarily losing income to go to school (item 25)
.
It
is through careful planning that school is affordable
at all (items 23 and 24)
,
and even then many have trouble
staying in school (item 26)
.
Commuting long distances
creates expenses that may m.ake additional difficulties
(item 9)
.
There is a significant difference (p < .05) between
dropouts and persisters in their ability to compensate
for the costs of school through planning (item 23) . In
addition, older students (Group 2) , due to their greater
incomes, apparently find it easier to plan for school
expenses and have less trouble staying in school (items 23
and 26)
.
Group 1 (the younger age group) tend to live closer
to school. This would be expected, as persons in this
age group are less apt to be married, have fewer children,
and might be more willing to move in order to attend school.
An older student, from Group 2, may find he/she has less
flexibility to move and is faced with commuting longer
distances. Commuting costs are reported as difficult
significantly more often by dropouts than by persisters.
The Supportiveness of the Job to the
Adult's Educational Endeavor
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From my personal experience v/ith adult students,
I believe that most adults return to school for reasons
related to their job or career. Some have been unemployed
(some by choice) for some time and feel that school will
update old skills so they may get a job. Others have
advanced as far in a field as is possible without addi-
tional training or a credential. Some have decided that
the field in which they are currently working is not
as rewarding as another and return to school for knowledge
or skills in order to change jobs. Since most adults
work while enrolled in school, most for pay, the degree
to which the job supports or interferes with the adult's
educational endeavors may affect the adult's experience
in school. The motivation for returning to school, the
nature of the adult's employment and the influence of
the job (or jobs) on the adult's experience is examined
by a number of questions in the questionnaire. (See
Tables 7 and 8 for items in this section.)
Motivation for adults' return to school. Several questions
were designed to identify the motivation the subjects
had for returning to school as adult students. Almost
73 percent report that vocational concerns were "very
important" or "quite important" (item 34, Table 7) in
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their decision to return to school. This is supported
by responses that asked for information about "any other
^^itical factors which affected the decision to return"
(item 35)
.
About 49 percent indicate one or more job
or vocational reasons. The most common vocationally
related answer is "to finish my degree so I can get a
new job." The second most common is "to finish my degree
so I can advance in m.y current job."
On another item, respondents are asked to pick a
phrase describing what they believed school would help
them do when they enrolled. Of the six phrases, five
describe vocational motives. The sixth states that
returning to school would not affect the adult's employment
situation (item 44)
.
Of those answering, over 83 percent
chose one of the five vocationally descriptive phrases,
over 3 percent wrote their own descriptive phrases, and
only about 13 percent indicate that they did not expect
school to affect their employment situation.
Dropouts are much more likely than persisters to
indicate that they do not expect school to affect their
employment situation. Vocational goals may be a strong
motivation for staying in school because advancem.ent
,
pay increases, or opportunities for a new job are dependent
on the degree . Em.ployers and certification agencies
use the earned degree as the measure of the skills and
turn with vocational goalsknowledge. Students who re
108
Table 7
AdulCs' Moclvaclon for Recurnlng co School
Item Statement ;
34 "Please circle the number which Indicates how important vocational (Job
(98.65!) related) concerns ware to you when you decided to return to school as an
adult student."
Percentage of Those Answering This Item
All
Dropouts
55.9
16.9
16.9
10.2
Responses :
1 -very Important
2 -quite Important
3 -of minor Importance
4 -of no Important whatsoever.
I tern S ta tement :
35 "If there were any other critical factors affecting your decision
return to school please describe them briefly.”
Responses
57.7
22.3
19.4
,
6.6
Perslsters
49.0
24.3
20.8
5.4
Group 1
50.0
24.4
20.1
5.5
Group 2
55.6
16.7
16.7
11.1
Percentage of Those Answering This Item
All
Responses Petals ters Dropouts Group 1 Group 2
12.5
2.5
5.0
17.5
7.5
2.5
7.5
2.5
2.5
2.5
5.0
5 .0
2.5
2.5
2.5
20.0
20.0
4.0
4.0
20.0
7.0
2.0
7.0
2.0
2.0
Responses :
1 -desire for personal growth
2 -desire to know more about my
field
3 -desire to learn Information
about a new field
4 -desire or need for the degree
to gain new employment
5 -desire or need for degree to
advance In same field
6 -desire to prove self to myself
or others
7 -as part of current or past
job received educational
expenses
8 -enjoy learning
9 -had nothing else to do
10-
wanted to finish something I'd
s tar ted/ finish college
11-
unhappy marital situation
12-
to get my degree /diploma
13-
to get a better job for support
of myself and dependents
14-
retlrement
15-
children in school
16-
school day more convenient than
work day
17-
school would cake time from
job/home /family
18-
financlal support from social
service
19-
answer hard to Interpret/could
not assign category
I tern S catement :
44 * "When you enrolled at UMass as an
^
(97. 2Z) help you: (Please circle one number)"
° ^ ^ Answerin g This Item
All
Responses Perslsters
16.5
3.6
3.6
20.1
10.1
2.9
6.5
3.6
1.4
4.3
.7
4.3
6.5
. 7
1.4
. 7
. 7
.7
11.5
8.4
1.4
1.4
8.9
4.7
1.4
2.8
1.4
.9
2.3
.9
3.3
.5
.5
.5
3.7
4.3
4.3
21 .
7
21.7
8.7
8.7
4.3
5.0
3.0
8.0
1.0
1.0
1.0
1.0
12.0
4.3
4.3
17.4
adult student you believed that school would
Responses :
1 -get a raise with Che same
COr4 2.4 - .7
2 -get a promotion with the same 5.6 7 .
1
2.0 6.4
3 -get more influence or responsl-
20 .
1
20 .
5
20.0 17.9
51.4
7.94 -get a Job with a new employer .
.
48.6
6.1
52.0
6.3
42.0
6.0
J -get a u
6 -did not believe my return to
school would affect my employ-
13.4 9.4 24.0 12 .
1
3.5
! 0 f
3.4 2.4 6 .
0
the percentage
Dropouts Group 1 Group 2
6 .
7
3.3
20.0
50.0
16.7
3 . 3
of Ss answering
The number in
the item.
£ < .05 for persisters versus
dropouts.
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must complete school to meet those goals. Persons
returning with personal goals ("enjoy learning," "desire
for personal growth") may achieve those without completing
school
.
Extent and influence of adult students' employment.
At enrollment in the University, about 64 percent of all
the respondents were v/orking for wages and about 55
percent of those were working 21 hours per week or more
(item 36a, Table 8) . Just over 12 percent report that
they worked 46 hours per week or more (item 36b)
.
Most held only one job (98 percent, item 36c) .
Perhaps due to the costs of school and the other items
in the household budget during the last year they were
enrolled at 'the University, about 68 percent were working
for pay. Most of those (87 percent) were not self-
employed (item 45)
.
The largest percentage of respondents agree or
agree strongly that their academic work was related to
their employment (item 49)
.
With the strong vocational
orientation with which most students report having entered,
it is not surprising that course work would relate,
at least somewhat, to their job.
The majority of the adults found the people they
worked for and with supportive of their educational
pur-
suits (items 46 and 47)
.
However, about one-third of
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Table 8
The Extent and Influence of Adulta' Employment on Their Educational Endeavor
Item°
36a
(99.1%)
S catemenc
:
"What was your employment status at the time you enrolled as an adulr
student at UMass?"
Percentage of Those Answering Thi s Itemin —
Responses:
1 -homemaker
,
.
Responses
11 3
Perslsters Dropouts Group 1
11.0
48.8
Group :
2 -employed, full time ^ A
S . 1 13.5
43.2
18.93 -employed, part time 1 ^ 1
4 -volunteered
, 9
14.0
5 -retired 5
. 6 2 . 7
6 -disabled (unable to work)
7
-disabled (seeking work)
8 -unemployed (seeking work)
9 •unemployed (noc seeking work).
lO-o ther
.9
.9
4.9
14.6
2.3
. 7
. 7
4.0
16.0
2.0
• 1.7
1.7
6.8
11.9
3.4
1.2
.6
4.9
15 .9
3.0
2 .
7
2.7
2 . 7
13.5
S ta tement
:
Number of hours worked per week at enrollment.
Percentage of Those Answering This Item
Responses :
I to 10
II to 20
21 to 35
36 to 43
46 to 55
56 hours or more.
All
Responses Per 3 Is ters Dropouts Group 1 Group 2
4.4 3.3 7.0 3.8 8.3
10.2 11.0 9.3 9.6 12.5
13.1 16.5 4 .
7
10.6 16 .
7
59.9 56.0 67.4 62.5 50.0
7.3 7.7 7.0 7 . 7 8.3
5.1 5.5 4 . 5.8 4 . 2
I tern
36c
(36.3%)
Responses :
1 -job ... .
2 -jobs...
S ta temen t :
Number of jobs held at enrollment.
Percentage of Those Answering This Item
All
Responses
97.6
2.4
Pers is ters
96.7
3 . 3
Dropouts
98.3
Group 1 Group 2
adult had during his/her last year of school.
Percentage of Those Answering This Item
All
Responses Persisters Dropouts Group 1 Group 2
68.2 51.0 66.7 69.6 64.5
10.2 7 . 3 16.7 8 .
7
12.9
.6 . 7 - - 3.2
. 6 .
4
6.0 4.8 6.1 6.5
14.7 12.6 11.9 2.6 •
I tern
45
(73.4%)
S tatement :
The type of employment
Responses :
1 -employee of company
2 -self-employed
3 - unpaid work for family
4 - unpaid work for non-profit
organization
5 -ocher . . . .
I tern
49
(72%)
S tatement :
"My academic work was related to my employment."
Percentage of Those Answering This Item
All
Responses :
strongly disagree 1.
2 .
3 .
4.
strongly agree 5
.
Responses
30,
7.8
11.0
18.2
31.8
Persia ters
29.2
6.6
11.3
16.0
35.8
Dropouts
33.3
11 .
1
11.1
22.2
22.2
Group 1
31.9
10.6
10.6
21.2
25 . 7
Group 2
30 .
0
13.3
10.0
46 . 7
The number In parentheses under the item number is the percentage of
Ss,
answering the Item.
Ill
I tern
46
(67. 8X)
S tatemenc
:
"My coworkers were
Table 8 (Continued)
pleased I was going Co school.
Percentage of Those Answering This Item
Responses
strongly disagree 1
All
Responses Pers Is ters Dropouts Group 1 Group 2
3.7
7.4
33.3
29.6
25.9
2 6 1
6
. 5
3 32.3
29.3
26.3
6.5
33.3
4
s trongl
V
agree 5 27.9 27.8
I tern S ca cemen c
;
47
(62.1%)
"My employer was pleased I was going to school . '*
Percentage of Those Answering This I tern
Responses
strongly
All
disagree 1
Responses Pers Is ters
5 4
Dropouts
7.9
7.9
Group 1
5.9
7 . 8
Group 2
8.7
2 5.4
3 32.3 28.9 31.4 26.1
4 20.4
36.6
21.1
34.2
20.6
34.3s trongl agree 5 39 .
1
I tern Statement
:
30 "My work schedule someclmes made it hard to attend classes.
(69.6%)
Percentage of Those Answering This Item
All
Responses : Responses Pers Is ters Dropouts Group 1 Group 2
strongly disagree 1 26.8 29 . 7 21.7 29.7 21.4
2 20.1 25.7 8.7 20.7 10.7
3
11.4 9.9 13.0 11.7 10.7
4
16.1 13.9 21.7 14.4 17.9
strongly agree 5 25.5 20.8 34.8 2 3.4 39 .
3
I tern Statement ;
48 "It was hard to work and go to school at the same time.
(70.6%)
Percentage of Those Answering This Item
All
Responses : Responses Pers is ters Dropouts Group 1 Group 2
strongly disagree 1 4.0 3.9 4.4 4.5 3.4
2
9.9 12.6 2.2 8.0 13.8
3
15.2 15.5 15.6 17.0 13.8
4
15.2 16.5 13.3 18.8 3.4
5 55 .6 51.5 64.4 51.8 65.5strongly agree
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of the respondents had mixed feelings about the attitudes
they encountered at work. Perhaps, as a result of
inflexible work schedules conflicting with inflexible
class schedules, a large percentage of the respondents
sometimes found it hard to attend classes (item 50) . In
general, it appears hard to work and go to school at the
same time for all students. More than two-thirds of all
the respondents agree or strongly agree to this (item 48)
.
This is especially important to keep in mind when most
adult students do work while in school and more than
two- thirds of those work full time (items 36a and 36b) .
Perhaps for this reason, there are no significant differences
found between age groups or between dropouts and persisters.
The Influence of Attitudes Adults Encounter
On Campus
The attitudes of teachers and fellow students
may affect the adult student's experience at the Univer-
sity. If teachers and younger students act as though
adults are out of place, unpleasant to have in classes,
or are unreasonably demanding, adults may be discouraged
by the atmosphere this creates. For example, I have heard
comments several times about faculty "being prejudiced
against adults" concerning assignments and grades. A
number of questions were designed to assess the extent to
which adults in the sample encountered negative attitudes
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on campus. The questions focus on four different areas
in which adults might feel a negative attitude. These
are; (1) the faculty attitudes adults encounter in classes
and (2) outside classes and (3) student attitudes outside
classes and (4) in class. Each is discussed in a separate
section. Related items are found in Tables 9 through 13.
Faculty attitudes in classes. With the adult student,
a University teacher may have his/her first experience
with a student who is the same age or older than the
teacher, causing him/her some uneasiness. This might
affect the attitude the teacher has toward that student.
To determine the extent of the ^ experience in such a
situation, the adults were asked to indicate how many
classes they had had "where the teacher was the same age
or younger than you were" (item 75, Table 9). About 57
percent had taken "several," "many," and "most or all" of
their classes under those circumstances. Only about 5
percent had taken "none" with a younger teacher. That
is, almost all respondents had had some experience under
those circumstances. About 62 percent indicate that
they were "very aware that some of my teachers were the
same age or younger" (item 72) and yet almost 81 percent
disagree with the statement that faculty were prejudiced
against older students (item 78)
.
The age of the teacher
did not seem to decrease the amount of learning or
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Responses :
1 -none
2 -only one or two
3 -several
4
-many. .
.
5 -most or
6 -I never
all
noticed
10.0
3.3
7.6
10.1
4.0
6.0
8.6
1.7
10.
3
9.8
1.2
7 i
13.5
5.4
a 1
item Statement:
T2- "I was very aware that
(99.1%) chan I was."
Responses
:
strongly disagree 1
2
3
4
strongly agree 5
some of my teachers were the same age or younger
Percentage of Those Answertn® This rr»m
All
Responses
5 . 7
11.3
20.8
24.1
38.2
Persisters
5.3
14.0
20.7
24.0
26.0
Dropouts 1
5.0
5.0
21 .
7
25.0
43.3
Croup 1
5.5
12.7
21.2
24.2
36.4
Group 2
5.6
5.6
25.0
22.2
41.7
X tern Sea cement
:
78
(95.8%)
"Moat faculty I met at UMass were prejudiced against older students."
Percentage of Those Answering This Item
All
Responses Responses Persisters Dropouts Group 1 Group 2
scroQgly disagree 1 60.5 63.7 53.6 60.9 64 .
7
2 23.9 22.6 26.8 25.5 11.8
3 10.7 8.9 14.3 8 .
7
20.6
4 3.4 3.4 3.6 3.1 2.9
strongly agree 5 1.5 1.4 1.8 1.9 -
I tern S Ca cemen c
:
73 "Circle the number 0 f Che item below which describes how' much you learned
(99.5%) when Che teacher was younger chan you were . "
Percentage of Those Answering This [tern
All
Responses
:
Responses Persisters Dropouts Group 1 Group 2
1 -usually learned more 4 .
7
6.0 1 . 7 4.8 5.4
2 -age of Che teacher made no
di f f er enc e 80.8 81.3 78.3 79.4 83.8
3 -usually did not learn as much. 9.4 6.7 16.7 9.1 10.8
4 -didn'
c
have any 5.2 6.0 3.3 6.7 -
I tern S ca cemen c
:
74 "Circle the number of the Item below which describes how you liked classes
(96.7%) where Che teacher was younger than you were."1
Percentage of Those Answering This I tern
All
Responses: Responses Persisters Dropouts Group 1 Group 2
1 -usually' liked 12.9 15.8 15.5 8 . 3
Z -age of teacher made no dif-
ference 72.8 73.7 70.2 83.3
3 -usually did not like 7.5 7.0 7 . 5 8 . 3
4 -didn't have any 5.8 6.3 3 . 5 6 .
8
I tern
70
(97.7%)
S ta cement :
"Teachers like to have adult students in their classes.
Responses :
strongly disagree
Percentage o£ Those Answering This Item
All
Responses
4.8
6 .
7
34.0
25.8
28.7
Persia ters Dropouts Group 1 Group
4.0 7 .0 3.7 5 . 7
6 . 7 7.0 6.1 8.6
34 .
7
31.6 31.9 45 .
7
24.0 31.6 29 .
4
11.4
30.7 22.8 28.8 28.6strongly agree
I The number in parenthese under the item number is the percentage
of Ss answering
Che item.
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Table 9 (Continued)
1
tern S CatemenC
( 9 ^. 1 %)
“«•»» don’t like students who ask too ».ny questions."
Parcent age of Those Answering This Item
All
Responses : Per 8_lsters Dropouts Croup 1 Croun 2strongly disagree 1 27.6 TbTZ 30.0 —28 i “^fsV
t 26.2 30.4 16.7 24.8 28.6
? 25 . 7 25.0 28 . 3 25 . 5 31.4
a 13.8 13.5 13.3 133 ra
strongly agree 5 ! ! . 6.7 4^J 11.7 7^9Item S t a t emen t ; ^ ~ —
rll
"Teachers are glad to have students bring up their personal experience
^yo.JX 7 in class discussion. (Please circle one number.)"
Percentage of Those Answering This I tem
ni
Responses
: Respons es Perslsters Dropouts Croup 1 Croup 2
strongly disagree 1 5.3 4.1 3.8 475“ TTF"
2 14.1 14.3 14.0 13.6 11.8
2 36.9 38.1 35.1 37.0 41.2
26.7 27.9 21 . 1 26.5 23.5
strongly agree 5 27.0 17.9 17.6
S t a t emen t :
^ '
'
Older students have usually had jobs, volunteered, traveled, served in the
armed forces, had family responsibilities and pursued hobbies which introduce
them to a variety of situations and people. How do you feel that your life
experience influenced your success at UMass? Please circle one."
69*e*
(95. 5Z)
Responses :
1 -helped me
2 -had mixed Influence.
3 -hindered me
4 -had no influence . . .
.
Percentage of Those Answering This Item
All
DropoutsResponses
65.3
28.6
1.9
4.2
Perslsters
72.0
25.3
. 7
2.0
48.
36,
5 .0
10.0
Group 1
62.4
20.9
2.4
4.2
Croup 2
78.4
18.9
2.7
I tern S tatement :
67** "Teachers were willing to take into consideration the other demands I had
(98.6%) on me besides school."
Percentage of Those Answering This Item
All
Responses : Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 22.7 17.4 37 . 3 24.4 16 .7
2
11.8 13.4 6.8 11.0 13.9
3 25.6 25 .5 25.4 26.2 22.2
4 20.4 24.8 10.2 21.3 16.7
strongly agree 5 19.4 18.8 20 . 3 17.1 30.6
I tern
68 **
(98.6%)
S tatement :
"When I asked faculty to make a special arrangement for me because of a
conflict between school and my outside responsibilities I found: (Please
circle one)"
Percentage of Those Answering This Item
All
Responses : Responses
1 -that they were usually willing . 50.7
2 -that they were usually un-
willing 15.6
3 -I never asked 33.6
Perslsters Dropouts Group 1 Group 2
54.4 39.0 48.2 63.9
10.1 30.5 16.5 11.1
35.6 30.5 35.4 25.0
I tern S tatement :
79 "Circle the number of the item that tells how faculty grade older students
(96.3%) as compared to younger students."
Percentage of Those Answering This Item
Responses
:
All
Responses Perslsters Dropouts Group 1 Group :
1 -usually younger students are
4.4 4.1 5.4 5.6 -
2 -usually all students are graded
51.5 54.4 4 6.4 50.6 57.1
3 -usually older students are
6.3 5.4 8.9 7 .4 2.9
4 -I never noticed 37.4 35.4 39.3 36.4
40 .
0
*** £ ^.001 for perslsters versus dropouts.
** p <.01 for perslsters versus dropouts.
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enjoyment most adult students gained from a class
(items 73 and 74)
.
The response of teachers to adult students may
vary depending on the circumstances. On several questions
dealing with the attitudes faculty showed in classes
toward, adults, respondents show a mixed response about
the faculty's behavior. About half of those answering
agree that teachers like to have adult students in their
classes, but more than a third indicate that they had
mixed feelings about that same question (item 70)
.
Slightly over half of the respondents disagree with the
statement "most teachers . . . don't like students who
ask too many questions," while slightly over one-quarter
indicate a mixed response (item 71) ; and although about
54 percent had found that teachers were "glad to have
students bring up their personal experience in class
discussion," almost 37 percent have a mixed reaction to »
that statement (item 77)
.
It would seem that students
perceive some teachers to find questions and commients
disruptive or threatening. Since, in my experience,
it is often adult students who ask questions and bring
up personal experiences, a large percentage of adult
students may have borne the brunt of some faculty discomfort
and replied to these three questions with mixed or nega-
tive feelings. It may be for this reason that, although
the majority find that their life experience had helped
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them at the University, a large percentage feel that it
had mixed value in classes (item 69)
.
In another area it would seem that adult students
see faculty less supportive of adults than they might
be. Although about 51 percent of the respondents had
found faculty willing to make special arrangements for
assignments (about one-third never asked for special
arrangements)
,
the respondents are very split over the
statement that "teachers were willing to take into
consideration the other demands I had on me besides
school" (items 67 and 68)
.
Although there are some areas in which adults may
find teachers' attitudes discouraging, faculty are
generally seen positively by the adult students.
Teachers apparently show fairness in grading, as about
39 percent of the respondents had not found any preju-
dice in the grading of students (item 79)
.
In addition,
in response to a general question asking how faculty
usually treat adult students, about 74 percent answer
that adults are treated the same or better than younger
students
.
There is a significant difference between dropouts
and persisters in their reported perceptions of the
effect of life experience on their educational endeavor
(item 69)
.
Dropouts are much less likely to feel that
they were helped by their experiences. Dropouts are much
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less likely to report that teachers were willing to
consider to make allowances for outside demands on their
time (item 67) and found teachers less willing to make
special arrangements to compensate for those demands
(item 68)
.
In general, then, adults see teachers as
supportive in classes. If in specific cases teachers
are not supportive and will not allow for adults ' unicue
problems, the adultS' may find that they are confronted
with too great an obstacle and may drop out.
Faculty attitudes outside classes. Faculty are relied
on for advice about departmental and university require-
ments, career options, and available courses. Adults
especially depend on faculty because they have limited
contact with other students (this is discussed more
fully in the next section) . Therefore the quality of
the interaction between faculty and adult students
outside of class is also important to the student's
educational endeavor.
When asked about contact with faculty outside
their major, 51 percent of the respondents feel teachers
were willing to answer noncourse-related as well as
course-related questions. However, more than one-third
of the respondents have mixed feelings about those facul-
ty's helpfulness (item 101, Table 10). The faculty within
a major department seemed somewhat more helpful. About
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Tabu 10
Adults' Perception of Faculty Attltiduet
Outside of Classes
I_t_em®
101
(93.52)
S ta temen t :
"Most faculty in departments besides my major resented answering questions
about anything but the courses they taught."
Percentage of Those Answerina This Item
ah
Responses
: Res ponses Perslsters Dropouts Group 1 Grouo 2
strongly disagree 1 20.5 21 . 7 16.7 18.9 28 .
1
2
31.0 30.8 29.6 32.1 21.9
3
34.0 34.3 35 . 2 35.2 31.3
4
8.5 9.1 7.4 8.2 9.4
strongly agree 5 6.0 4.2 11.1 5 . 7 9.4
I tern Statement
:
91 "Faculty in my major department were almost always willing to spend time
(98.12) giving me advice on courses, career possibilities, etc., when I asked"
Percentage of Those Answering This Item
All
Responses : Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 13.9 12.0 17.5 13.5 11.1
2
10.5 9.3 12.3 10.4 11.1
3
14.3 12.7 19.3 14.1 13.9
4 20.0 22.0 15.8 21.5 16.7
strongly agree 5 41.4 44.0 35 . 1 40.5 47.2
I tern Statement :
100@@ "Generally it was hard to find good advice about requirements and registra*
(98.62) tion at UMass.”
Percentage of Those Answering This Item
Responses:
All
Responses Perslsters Dropouts Group 1 Group 2
strongly disagree 1 24 .
7
20.7 18.3 43.2
2 22.0 15.5 23.8 5.4
3 24.6 22.0 27.6 23.2 27.0
4 18 . 7 19.0 20.7 10.8
strongly agree 5 12 . 17.2 14.0 13.5
I The number given in parentheses under the item number is
the percentage of Ss
answering the item.
33 £ <.01 for Group 1 versus Group 2.
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61 percent of the respondents feel faculty "... were
almost always willing to spend time giving advice
. .
although even departmental faculty are seen as reluctant
or inaccessable by about one-quarter of the respondents
(item 91) . it may be for this reason, along with lack
of out-of-class contact with other students, that respon-
dents are very split in their feelings about the statement
"generally, it was hard to find good advice about reauire-
ments and registration at UMass" (item 100) . The split
is further emphasized by the significant differences
between the age groups on this item. The younger group
(Group 1) is more likely to agree that it is difficult
to get advising. This is an area that needs additional
investigation to determine what advising modes or faci-
lities would best serve the needs of the adult students.
The attitudes of younger students outside classes.
Another aspect of the attitudes adult students encounter
on campus might be reflected in the amount and quality
of interaction between students. After all, one of the
major sources of information about administrative dead-
lines, quality of teaching, content of courses, and
appeal of particular majors is other students who have
taken a course or are enrolled in a major. For younger
students, m.ost of whom live in dormitories or apartments
with other students, the information is easy to solicit
121
from peers in social situations. For the adult students
who live off campus, often sharing their homes with
family members or other adults who are not students,
this informal advising system is limited to the contacts
they have with younger students on campus. A number
of questions were written to discover the amount of
interaction between adults and other students.
V7hen asked directly how frequently adults turned
to other students as sources of informiation when looking
for advice, about 87 percent answer "often" or "occasion-
ally" (item 98, Table 11) . In contrast, adults used
university publications such as catalog and course guides
much more frequently (96 percent answered "often" or
"occasionally," item 92). Departmental faculty advisors
and other departmental advising staff were relied on about
as frequently as other students for advice (items 93 and
99)
.
These sources are perhaps more accessible to adult
students since their social contacts with younger students
are limited.
When asked how often they had informal contact
with other students and about the type of contact in-
volved, it seems that a break for coffee between classes
is by far the most common type of interaction between
adults and other students. About 57 percent of the
respondents had coffoe with others "about once a week
or more frequently (item 83, Table 12). In contrast,
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Item^
980
(92 .5X)
Tabic 11
Adult Students' Perception of the Attitudes
of Younger Students' Toward Themselves
S tatement :
The frequency of use of other students as a source of Information while
at the University.
Percentage of Those Answering This Itemm ^
Responses : Responses Perslsters Dropouts Group 1 Croup 2
1 -often 39.4 42.7 32 . 7 41.7 36.4
2 -occasionally 47.5 46.9 50.0 49.4 36.4
3 -never 13.1 10.5 17.3 9.0 27.3
Item S tatement
:
92* The frequency of use of University publications as a source of Information.
(98.1%)
Percentage of Those Answering This Item
All
Responses : Responses Pers Is ters Dropouts Group 1 Group 2
1 -often 6 7.6 73.2 35 . 4 66.3 75 .7
2 -occasionally 29.0 24.2 41.4 29 .4 24.3
3 -never 3.3 2.7 5.2 4.3
I tern S tatement :
93* The frequency of use of the departmental faculty advisor as a source of
(96.3%) Information.
Responses :
1 -often
2 -occasionally
3 -never
Percentage of Those Answering This Item
All
Responses Perslsters Dropouts Group 1 Group 2
30.1 34.5 16.4 29.2 29.7
55.3 52.7 65 .5 57.1 51.4
14.6 12.8 18.2 13 .
7
18.9
satlon adult students used.
Percentage of Those Answering This I tern
All
Responses Perslsters Dropout s Group 1 Group 2
1
24.4 24.1 25.0 32.3 12.5
37.8 34.5 43.8 48.4 25.0
11.1 10.3. 12.5 9 .
7
25.0
6 .
7
3.4 12.5 3.2 -
2 . 2 - 6.3 - -
2.2 3.4 - 6.5 12.5
2.2 3.4 - - 12.5
13 .
3
20.7 - - 12.5
Item
99
(31.0%)
S tatement :
Other sources of
Responses :
1 -faculty or administrator (not
advising staf f )
-departmental advising staff
(not faculty advisor)
-University or public library
books and personnel
-graduates of the University...
-Office of Handicapped Affairs.
-University Ombudsman
-Community Development Center,
-other
I The number ln~parentheses under the Item number Is
the percentage of answering
the Item.
0 £ <.05 for Croup 1 versus Group
2.
* £<.05 for perslsters versus dropouts.
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about half that number (30 percent) "met another student
to socialize off campus" (item 84)
,
and one-third of that
number (20 percent) met with other students to study,
prepare projects, or do class presentations (item 87).
Few adults went to recreational activities on campus
(14 percent) and fewer still (13 percent) participated
in clubs, societies, or volunteer organizations on campus
(items 85 and 86)
.
About 45 percent of the adults report
that the age of the students did not make much difference
in how hard it was to get to know another student, but
28 percent report that they "did not get to know many
other students" (item 82)
.
In general, the amount of
contact between adults and other students is much more
limited than for a younger student living in a dormitory,
eating in a dining commons, belonging to a Greek organiza-
tion or an antinuclear coalition, having a work/study
job on campus, and attending movies and concerts in the
student union several times each week. Adult students,
by contrast, are much more isolated from the scuttlebutt
networks that provide valuable information.
This isolation seems to be exacerbated by less
frequent use of sources of information available to
students. There is a significant difference between
persisters and dropouts in the frequency of use of
University publications and departmental advisors as
well as in their informal contact with other students
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Responses !
1
-rarely
2
-about
3
-about
Table 12 "
The Frequency of Activities Providing Contact
—
Between Adults and O ther Students Outside of Cla....
Statement :
"went to coffee with another student between classes"
Percentage o f Those Answerine This Ite m
All
or never
once a semester,
once a month....
4
-about once a week
5 - a 1 mo
3
1 every day
Statement
:
Item
84(a
(97.7%)
Responses
26 . 7
6.2
10.0
24.8
32.4
Persisters
20.8
6 . 7
7.4
28.9
36.2
Dropouts Group 1 Croup
37.9 21.3 40.0
5.2 6.1 5.7
17.2 11.6 5.7
15.5
24.1
24.4
36 .6
31.4
17.1
met another student to socialize off campus'
Responses :
1 -rarely or never
2
-about once a semester
3 -about once a month...
4
-about once a week....
5 -almost every day
Item
873
(97 . 7%)
Percen tage of Those Answering Th is Item
All “
Responses
43.5
8.1
18 .
2
20.6
9.6
Persisters
39.9
8.8
18.9
23.6
8.8
Dropouts
53.4
3.4
17.2
13.8
12.1
Group 1
36.0
9.1
18.9
23.8
12.2
Group 2
64 .
7
5.9
20 .
6
8.8
Statement ;
met with other students to study, prepare projects or do class presentations'
Responses :
1 -rarely or never
2 -about once a semester.
3 -about once a month....
4
-about once a week
5 -almost every day
S ta temen t
Percentage of Those Answe ring This ItemTn
Responses Persisters Dropouts Group 1 Group 2
28.2 24
.
3
36.2 24 .
4
47.1
21.1 21.6 20.7 20.7 26.5
30.6 33.1 24.1 22.8 14 .
14.8 14.2 17.2 12.3
5.3 6.8 1 . 7 4.9
or other recreational activities on campus"
Percentage of Those Answering This I tern
All
Responses Persisters Dropouts Group 1 Group 2
45.4 41.8 51.7 38.3 67.6
19.8 23.3 12.1 21.6 17.6
20.8 22.6 17.2 22.8 14 .
7
10.1 8.9 13.8 12.3 -
3.9 3.4 5.2 4.9 -
society or volun teer organization on campus"
Percentage of Those Answering This I tern
All
Responses Persisters Dropouts Group 1 Group 2
76.0 72.1 84.5 74.4 85 . 3
4.8 5.4 3.4 5.5 2.9
6 .
3
6.8 5.2 6.7 5.9
10.1 11.6 6.9 10.4 2.9
2.9 4.1 - 3.0 2.9
I tern
853
(96.7%)
Responses :
1 -rarely or never
2 -about once a semester.
3 -about once a month....
4
-about once a week
5 -almo 1 every dav. . . . . .
Item
86
(97. 2X)
S tatement
:
Re sponses :
1 -rarely or never
2 -about once a semester.
3 -about once a month....
4 -about once a week
5 -almost every day.
Item
82
(95.82)
Statement :
'Outside of classes I usually found that: (please circle one)'
Responses :
1 -younger students were harder to
get to know
2 -older students were harder to
get to know
3 -I did not find much difference.
4 -I did not get to know many
other students
the item.
£<.05 for persisters versus dropouts.
£^ .05 for Group 1 versus Group 2.
Percentage of Those Answering This Item
All
Responses Persisters Dropouts Group 1 Group 2
18.5 19.2 16.1 21 .
1
8.8
7.8 5.5 14 .
3
7 .5 5.9
45.4 49.3 35 . 7 41 .6 61.8
27.8 25.3 33.9 29.8 23.5
.e item number is the percentage of ^3 answering
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(items 92, 93 and 83). Dropouts apparently use these
sources less often. Dropouts may, since they tend to
travel further, have less time to spend on campus locating
course-schedule guides and meeting with other students
or with an advisor. Dropouts may be those adults assigned
to advisors who are less available.
The age of a student also seem.s to affect his/her
use of available resources. The older the student, the
less likely he/she is to use other students as infor-
mation sources (item 98) or to work or socialize with
other students (items 34, 85, 85)
.
More investigation
needs to be done to examine the advising systems currently
available and their use by adult students and to discover
the most effective methods of apprising adults of the
information they need.
Certainly the most comnion form of contact between
adults and other students is in classes. Five questions
were directed at assessing the adult's attitudes toward
other students. I wanted to see whether adults felt
isolated from fellow classmates. Such a sense of iso-
lation, coupled with the limited contact due to lifestyle,
might seriously affect the adult student's experience at
the University.
The attitudes of younger students in classes. In a class-
room with students several or many years younger , adult
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students might feel out of place, embarrassed to show
ignorance on a topic, or held back by the other students'
lack of experience with the world. Several questions
were written to explore the adults' discomfort due to
age differences in classes.
When asked directly how they felt about taking
classes with younger students, 50 percent of respondents
express a positive attitude (item 30, Table 13). About
another 30 percent had "never noticed," which would
possibly imply that they were not uncomfortable about
age differences. The respondents are distributed fairly
evenly between negative, mixed, and positive responses
when asked whether they preferred to work with another
older student on class projects (item 81). Again, this
indicates that, as a group, adults do not feel uncomfortable
around younger students.
Although a majority of adults "agree" or "strongly
agree" that, in a class containing older students,
discussions were better (item 88) , a sim.ilar majority
indicate that they feel this does not limit how much
they learn in a class (item 89)
.
Almost two-thirds
(about 65 percent) do not feel that they woula like to
take classes that included just older students.
Perhaps because these questions deal directly with
age, there are significant differences between age groups
on two items. The younger students (Group 1) react
more
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I tem^
893
(92. 5Z)
Tabic 13
Adult Studenca' Discomfort In Classec
With Younger Students
S ta temen t :
"The items below describe how you might have felt about taking classes with
students who were younger than you were. Please circle one. In general I:"
Responses ;
1 -disliked It very much
2 -disliked It
3 -never noticed the age of other
3 tudents
4
-liked It
-liked it very much
Percentage Of Those Answering This Itemin "
Responses Persia ters Dropouts Group 1 Group 2
2.5 2.8 1.8 1.9 6.1
1.6.7 17.0 16.4 19.2 3.0
29.8
44.9
6 .
1
27.7
46.8
5.7
34,
40,
7
32.7
39.7
6.4
21 .
63
6.1
Item S tatement
:
81 "If I had to work with someone else on
(93. 8Z) to work with another older student."
a probject for a class I preferred
Percentage of Those Answering This Item
All
Responses : Responses Persisters Dropouts Group 1 Group 2
strongly disagree 1 13.0 11.5 17 .2 12.3 20.6
2
14.0 14.9 12.1 13.5 17.6
3 35.3 34.5 36.2 32 . 5 41.2
4
24.6 27.7 17 .2 27.0 17.6
strongly agree 5 13.0 11.5 17.2 14.7 2.9
Item S tatement :
883 "In classes where there were older students, discussions there were better.
(97. 2Z) (Circle one number)"
Percentage of Those Answering This Item
All
Responses : Responses Pers is ters Dropouts Group 1 Croup 2
strongly disagree 1 3.4 2 . 7 5 . 3 1.8 11.8
2
8.2 7.4 10.5 8.5 2.9
3
31.7 32.2 29.8 28.7 41.2
4 34.1 35.6 31.6 36 .6 29.4
strongly agree 5 22.6 22.1 3 2.8 34.4 1^-3
I tern S tatement :
89 "The age of the students in a class makes no difference as to how much I
(98 . IZ) learned .
"
Percentage of Those Answering This Item
All
Responses : Responses
strongly disagree 1 3-1
2
11.9
3
35.7
4
34.8
strongly agree 5 30.5
Persisters Dropouts Group 1 Group i
8.1 5 .
1
6.1 11.1
12.8 10.2 13.5 5.6
25 . 7 25.4 25.2 27.8
22.3 32.2 25.8 22.2
31.1 27.1 29.4 33.3
^ The number in~p ar en thes es under the item number is the percentage
of Ss answering
the item.
3 £<(05 for Croup 1 versus Group 3.
128
to age differences between students. They were more likely
to dislike having classes with younger students (item 80)
and to agree that discussions in mixed-age classes were
better (item 88)
.
The Influence of the Educational Background
of Adult Students
Almost all younger students at the University have
recently completed high school and have gone directly
to college. Some may have taken a year or two off
between completing high school and starting their higher
education. Some started at another college or university
and transferred to the University of Massachusetts. In
sum, however, there is not much variety in the educational
backgrounds of most younger students.
In contrast, adults entering the University differ
widely with each other and with younger students in their
educational background. To explore this in some depth,
questions were addressed to two aspects: the extent
and the type of the adult's education before attending
the University. Related items appear in Tables 14 and 15.
The extent and type of prior education of respondents.
Adult students are not just out of high school, although
some may have studied for and completed a high school
equivalency examination just prior to entering college.
More than two-thirds of the respondents in this
study haa
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Tabla 14 '
--
'
.
Ext ent and Nature of Prior Education of Raipoadagci
I cem^ S Ca t emen c
:
"Please circle che number of the highest level of school you completed\77«l4) before you enrolled In UMass as an adult studenCe"
P_*r_c_entage of Those Anawerlna This Item
Responses
:
1 -some elementary school
2 -some high school
3 -completed high school
4
-completed high school equiv...
5 -some college
6
-completed college
7
-graduate study
Responses
,9
.9
9.9
3.8
Perslsters
. 7
7.9
3.3
71.5
15.9
. 7
Dropouts
1.7
1.7
15.3
5.1
66.1
10.2
Group 1
.6
.6
9.6
4.2
70.5
13.9
.6
Group 2
2.8
2.8
11.
1
2.8
61.1
19.4
I tern
19a
(62.1%)
S CaCemenc
:
"Please circle the number (or numbers) of the items below which
the type of college you attended. You may circle more than one.
describe
Percentage of Those Answering This I tern
Responses
:
1 -two year college or two year
certificate training
2 -four year co 1 lege / univer si cy
.
3 -attended UMass left, than
r e turned . .
All
Responses
26.9
Perslsters
40.7
23.8
5.6
4.6
Dropouts
54.2
27.1
8.3
10.5
Group 1
64.5
39.7
14.9
14.2
Group 2
35.1
34.4
3 3
4 -other . .
.
21.9
I tern
19b
Statement
:
ilumber of colleges attended.
(62.1%) Percentage of Those Answering This I tern
Responses
:
1 college..
2 colleges.
3 colleges.
All
Responses
6.0
Persls ters
78.2
16.5
5 . 3
Dropouts
77.1
14.6
8.3
Group 1
74.5
17.7
7.8
Group 2
87.5
12.5
I tern
20*(a(a@
(93.9%)
Statement
:
"How many years were
younger student, full
s t uden t ?"
there between Che time you last attended school as a
time, and when you enrolled in school as an adult
Percentage of Those Answering This I tern
Responses :
All
Responses
12.9
Pers isters
14.5
Dropouts
8.9
Group 1
16.5
Group 2
3 or 6 yeai
7 to 9 yeai
10 CO 14 y(
15 to 19 y<
20 to 29 y<
30 or more
22.9 19 .
3
32.1 27.8 2.8
22.4 26 .
2
12.5 26.6 8.3
21.4 17.2 32.1 24.7 13.9
. .
8.5 9.0 7.1 4.4 27.8
9.5 11.0 5.4 - 44 .4
2.5 2.8 1.8 - 2.8
I The number In'parentheses under the item number is che
percentage of Ss answering
Che item.
* £< .05 for perslsters versus dropouts.
•3<^9 £< .001 for Group 1 versus Group 2.
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attended college for some time before coming to the
University of Massachusetts (item 18, Table 14). About
14 percent of the respondents had completed college and
apparently returned for a second bachelors degree or
as nondegree candidates for additional training. About
62 percent of the respondents had attended two-year
colleges or training programs prior to the University.
Over one-quarter had attended another four-year college
or university instead of or in addition to a two-year
school before coming here (item 19a) . About 78 percent
of the respondents had attended only one college before
coming to the University as an adult student, but about
22 percent had attended two or three other schools
(item 19b) . As a group, respondents had been away from
full-time schooling an average of ten years, although some
had been out one year or less and one had been away 34 years
(item 20 )
.
As would be expected, there is a significant
difference between age groups in the number of years
they have been away from, formal schooling. The older
group (Group 2) has been away longer than their younger
fellow-adult students in Group 1. This difference is
probably directly a function of the age differences.
There is also a significant difference between
dropouts and persisters in the nuntber of years they
have been out of school. Dropouts tend to have been
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away longer than persisters. It may be more difficult
to revive study habits after long periods of time. Vlith
the rapid gains in technology and scientific knowledge,
prior course work might be more out of date if a student
had been away for a longer period. Additional investi-
gation is needed to better understand the problems
students face who have been away more years and how to
help them compensate for those problems.
Post-enrollment problems and how adults respond to them.
As has been discussed in previous sections, most adult
students work, about half have children, and more than
half have a spouse. Furthermore, dropouts, at least,
have had difficulty staying in school due to crises
in their families, and dropouts report feeling more
pressured by their families to finish school quickly
(see previous section)
.
Perhaps as a result, once they are here at the
University, the adults vary in amount of time they
stay and in their patterns of attendance while enrolled.
Persisters differ from dropouts significantly on every
item in this section. Some adults come ano spend only
one semester, while others stay for 12 (item 13, Table 15).
Dropouts, since they do not stay to complete their degrees,
tend to stay fewer semesters than persisters.
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Table 15
Post enrollment Problems and Adults' Reaponsee
I tem^ S tatement
:
13*** "How many semesters were you enrolled at UMass as an adult student?"
Percentage of Those Answering This Item
Hi
—
Responses ; Responses Perslsters ^opouts Group 1 Croup 2
1
to 3 semesters 27 . 3 16.8 54.5 26.4 25.0
4 semesters 21.1 26.2 8.8 22.7 19.4
5 semesters 14.4 14.8 10.5 14.1 16.7
6 to 8 semesters 28.7 33.6 17.5 27.0 33.3
9 or more semesters 8.6 8 . 7 8 . 8 9 . 8 5 .6
I tern S ta tement
:
14*** "Was your enrollment at UMass Interrupted? (That is, were you unable to
attend UMass for one or more fall or spring semesters after you enrolled and
before you finally left UMass as an adult student?)"
Percentage of Those Answering This Item
All
Responses : Responses Perslsters Dropouts Group 1 Group 2
1 -yes 28.4 14.7 63.8 30.5 19.4
2 -no 71.6 85 . 3 36.2 69.5 80.6
I tern S tatement ;
21*** "Please circle the number which Indicates how UMass counted your educational
(97.7%) background In helping you toward graduation."
Percentage of Those Answering This Item
All
Responses : Responses
1 -I did not apply for credit 8.1
2 -Even chough I asked for It,
UMass did not give me any 1.9
3 -UMass gave me some credit, but
not enough 17.2
4 -UMass gave me credit that was
pretty equivalent 70.8
5 -I had no educational background 1.9
Perslsters Dropouts Group 1 Group
4 • 6 17 .9 10.4
1.3 3.6 2.4 -
12.6 30.4 17.1 16 .
7
79.5 46.4 67.7 83 .
3
2.0 1.8 2.4 -
The number'll parentheses under the item number is
the percentage of answering
the Item.
£< .001 for perslsters versus dropouts.* *
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Adult students may have many demands and pressures
on them. It is not surprising that many adults break their
attendance at the University ("stopout") one or more times
before graduating or dropping out for good. Dropouts are
much more likely to stopout than persisters (item 14)
.
With the information available, it is not possible to
determine specifically what finally leads to adults leaving
higher education.
Another problem that seems to be more severe for
those adults who drop out is the amount of credit from
previous education they receive toward graduation from
the University of Massachusetts. That is, significantly
more dropouts report having gotten insufficient academic
credit for courses and training programs taken prior to
enrollment (item 21) . This would make earning a degree
from the University more costly in time and money than
those individuals may feel it should be. It may also
affect a student's morale.
The response on this item, examined along with the
number of adult dropouts who stay less than three sem-
esters, seems to strengthen the idea that some adults are
leaving because they are discouraged by the lack of
credit for prior work. In order to have credits from
other schools evaluated for acceptance toward a University
degree, a student must collect his/her transcripts from
other schools. They are then evaluated here. Some
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categories of credits are automatically accepted, but
some upper-level or professional courses must also be
evaluated by departments on campus. Awards between
(and even within) departments are not consistent.
Credits for training in the armed forces are available,
but they must be evaluated through a separate process.
In one program, credit for nonformal learning is avail-
able, but that also requires a complicated, time-consuming,
and somewhat erratic separate evaluation. Credit for
nonformal learning is not available to all students.
All this is not apparent to the adult student entering
the University. In the catalog it sounds simple. It
might be only after a semester or two of pursuing the
evaluations that an adult would realize the complexity
and become discouraged, causing him/her to leave by the
end of the third semester.
In general, there is a wide range of educational
experience in the background of adult students. Although
dropouts had been out of school slightly longer than
persisters, the other aspects of their backgrounds do
not distinguish them. After they enroll at the Jniversii-y,
perhaps in response to difficulties in accreaitation of
prior schooling and learning and other problems, dropouts
stopout more often than persisters and leave after fewer
semesters, not completing their degress.
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Health as an Influence on Adult Students
The undergraduate population of the University
as a whole is approximately 24 years of age . ^ The
respondents in this study include persons ranging from
28 to 69 years; the average age is slightly over 35
years (see the discussion in an earlier section)
. With
the increase of age in the population, I expected physical
limitations connected to declining health to become a
problem for adults. One section of the questionnaire
was devoted to questions about health and physical
limitations
.
About 90 percent of the respondents describe their
general health while at the University as good or ex-
cellent (item 102, Table 16) . Few had minor health
problems more often than "about once per semester"
(item 103) . About 94 percent report having had major
health problems "rarely or never" (item 104)
,
and about
three-quarters report good to excellent eyesight under
all circumstances (items 106 and 107)
.
Poor hearing seems to be a greater problem for
adult students than vision. Although more than 85 percent
report their hearing as good or excellent, dropouts were
^This figure was an estimate made by David Baillie,
Director of CAOS . It has been disputed by others, but
no one seems to be able to cite any other figure with
conviction
.
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Table 16
_Th« Influence ot Health on Adult Student.
Item
102
(97.2%)
S Ca cement :
Generally, I would describe my healrh as:'
Responses :
poor 1.
2 .
3.
.
excellent 5 ,
L«-rcencaite of Those Answertna This Ite m
All
Responses Perslsters Dropouts Croup 1 Croup 2
I tern
103
(97.22)
Statement
:
1.4
. 7 3.4
1.9 2.0 1.7
6.7 5.4 10.3
29.8 29.1 32.8
60.1 62.8 51.7
'Please circle the number of the Item below which describes the frequency
with which you had minor health problems (a cold, the flu, a sore throat
etc.) while you were at UMass:" ’
Responses :
1 -rarely or never
2 -about once per semester....
3 -several times each semester
4 -about once each month
5 -almost constantly
I tern
Percentage of Those Answerlna T his Item
All
Responses
45.7
50.5
3.8
Perslsters
47.3
48.6
4.1
Dropouts
39.7
56.9
3.4
Croup 1 Croup 2
104
(96. 72)
S ta t emen t :
' ^ ~
'Please circle the Item which shows the frequency with which you had malor
health problems (major Illness, broken bones, surgery, etc.):"
Responses :
1 -rarely or never
2 -about once per semester
3 -several times per semester....
4
-about once each month
5 -almost constantly
All
Responses
93.7
3.4
2.9
Perslsters
94.6
4.1
1.4
Dropouts
91.2
1.8
7.0
Croup 1 Group 2
I tern S ta tement :
106 "My eyesight In norma 1 circumstances Is:"
( 96 . 7%
)
Percentage of Those Answering This I tern
All
Responses : Responses Perslsters Dropouts Group 1 Group 2
poor 1 1.9 1.4 3.5 2.5 -
2 4
.
3
4.7 3.5 3.7 5.4
3 15.9 16.2 15.8 16.1 13.5
4 22.7 27.0 12.3 19.9 32.4
excellent 5 55.1 50.7 64.9 57.8 48.6
I tern S tatement
:
107 "My eyes Igh t In special situations like lecture halls and clssrooms Is:"
(96.72) Percentage of Those Answering This I tern
All
Responses
:
Responses Pers is ters Dropouts Group 1 Group 2
poor 1 3.4 2. 7 5 . 3 4.3 -
2 5.3 6.8 1.8 4.9 8.1
3 15.9 14.9 19 .
3
17.3 10.8
4 29.0 33.1 19.3 25.9 37.8
excellent 3 . . . . 46.4 42.6 54.4 47.5 43.2
Item S tatemen t
:
108* "My hearing in no rmal conversation is:"
(97.22) Percentage of Those Answering This I tern
All
Responses: Responses Perslsters Dropouts Group 1 Group 2
poor 1 . . . 1.9 - 6.9 1.9 2 . 7
2 . . . 2 . 9 2.7 3.4 1.9 5 .
4
3 . . . 10.1 12 .
2
5.2 10.5 8.1
4 . . . 23.6 23.6 24 .
1
22.2 24 .
3
excellent 5 . . . 61.5 61.5 60.3 63.6 59.5
a The number In parentheses under the item number is the percentage of s answering
the Item.
£<.05 for perslsters versus dropouts.
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Table 16 (Gone inued)
I tern
109*
(97.3%)
S tatement
:
"My hearing in special situations like lecture halls and classrooms is :
"
Percentage of Thoie Aniwerlns Th(«
Responses
:
poor 1
All
Responses Persia ters Dropouts Group I Group 2
2
1 .
4
8
.
8
3.1 5 . 4
3
4 .
1
3 .
5
3.1 5.4
4
17.0 5 . 3 13.7 13.5
excellent 3
2 7.9
49.7
35.
1
.L
29.2
30 9
29.7
Item
110
(97.2%)
S tatement
"Do you
,
or should you, wear glasses for reading?"
Perc«ntatie of Those Answerins Thi« 1 tern
Responses
1 -yes
. . .
,
All
Responses Persisters
49.3
50.7
Dro pouts Group 1 Group 2
2 -no
41.4
56 .
9
42.9
5 7 1
59.4
I tern S tatement
111
(96.7%)
"Do you, or
circle one.’
should you, wear glasses for seeing at a distance? Please
Percentage of Those Answering This Item
Respons es
:
1 -yes . . .
All
Responses Persisters Dropouts Group 1 Group 2
2 -no 50.7
38.6
61,4
46 .
0
54 .0
40
.
5
59.5
1 tern Statement:
112
(96.7%)
"Do you, or should you, wear a hearing aid? Please circle one.'
Percentage of Those .Answering This 1 tern
Responses
1 -yes . . . ,
All
Responses Persisters
7
Dropouts Group 1 Group 2
2 -no ...
.
99.3 96.5 98.1 100.0
I tern Statement:
1-13 "Do you, or should you, use an aid to get around (a cane, wheelchair, crutch-
(97.2%) es)? Please circle one."
Responses
1 -yes
2 -no
All
Responses
1.9
98.1
Persisters
1.4
98.6
Dropouts
3.4
96.6
Group 1
1.9
98.1
Group 2
2.7
97 .
3
1 tern S ta t emen t
:
114 "How would you describe your ability to be generally physically active?"
(97.2%)
Percencase of Those Answering This 1 tern
All
Responses
:
Responses Pers is ters Dropouts Group 1 Group 2
poor 1 .5 1 .
7
.5 -
2 2.9 1.4 6.9 3.7 -
3 7.7 6.8 10.3 6.2 10.8
4 29.3 31.1 25.9 28.4 32.4
excellent 5 59.6 60.8 55.2 49.7 10.6
1 tern S tatement
:
115* "When 1 was a student at UMass my health was
:
(please circle one)"
(99.5%) Percentage of Those Answering This Item
All
Responses Responses Persisters Dropouts Group 1 Group 2
1 -a great hindrance to my success .9 - 3.4 1 .
2
“
2 -a hindrance to my success...., 3.8 2.0 8.5 3.0 2 .
8
3 -not influential in my success 40.4 39 . 1 42.4 42.8 33.3
4 -helpful CO my success 29.1 31.8 22.0 29 .
5
27.8
5 -a great help to my success... 25.8 27.2 23.7 23.5 3 6.1
* £ <.05 for persisters versus dropouts.
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significantly more likely to report poor or nearly poor
hearing in normal conversation (item 108) . Dropouts
also report poor hearing significantly more often in
"special situations like lecture halls and classrooms"
(item 109) . It may be that, although something written
on a blackboard may be hard to see, because it stays
available for some period of time it is possible for
an adult to eventually discover what it says. However,
the spoken word, a recording, or soundtrack moves on
immediately. A student with hearing difficulties cannot
eventually distinguish its meaning by continuing to
study it, so a hearing difficulty might be a contributing
problem, to an adult student's dropping out. Interesting-
ly, there is no signigicant difference between persisters
and dropouts when asked if they do, or should, wear
a hearing aid (item 112) . Apparently, the hearing
problems that adults have while in school do not con-
stitute reason to wear a hearing aid for some of those
reporting difficulty in the other items.
About 98 percent of the respondents do not use
a cane, crutches, or wheelchair to get around (item 113) .
About 89 percent describe their ability to be physically
active as good or excellent (item 114) . The ability to
get around freely does not seem to distinguish between
dropouts and persisters.
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About 12 percent of the respondents who are dropouts
feel that their health had been a "great hindrance"
or a "hindrance" to their education. About 45 percent
report that their health was a help to their "success"
(item 115)
. This is significantly different from the
responses of the persisters, of whom 2 percent report
health was a "hindrance" or "great hindrance," while 59
percent report it "helped" or was "a great help." It
would appear that health can be a factor in an adult's
decision to drop out of school. Poor hearing seems
to be a particularly hard limitation to overcome at
the University.
Summary
There seem to be problems for adult students in
each of the six areas examined in this study. In some
cases, the problems seem to be correlated with students
dropping out of the University. In other cases, problems
seem to occur for particular age groups.
Family pressure may keep adults from returning to
school at all. Most adults in this study describe their
families as supportive on most items. Dropouts report
more pressure for good grades and more family crises
that interrupt schooling. Younger students (Group 1)
report more pressure concerning grades (Group 2) found
their families resented the time they spent on school.
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There are several important differences between
groups concerning finances for college. Although most
adult students work, older students (Group 2) make more
money and therefore report fewer problems in financing
school while meeting other expenses. Dropouts tend to
live farther from school, incurring greater commuting
costs, and report having trouble meeting food, clothing,
and rent costs
. They also tend to rely less on loans
,
grants
,
and scholarships to meet school expenses
,
and to
rely more on their own salary to cover costs.
The job situations of most students provide
motivation for the return to school. Dropouts have
less vocational motivation than persisters. Although
for most, course work is at least somewhat related to
their work, most adults report that it is difficult to
work and go to school at the sam.e time.
Attitudes students encounter on campus may affect
their education. Faculty are seen generally as supportive
by the respondents . However, all students report mixed
feelings about the reactions adults sometimes get in
classes when they are opinionated or outspoken. Dropouts
report faculty as less willing to make flexible arrange-
m.ents for assignments and to take into consideration
outside responsibilities adults may have. Outside of
class, adults report that it is hard to get good advising,
especially for the younger group (Group 1) . Other college
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students rely on scuttlebutt for some of their essential
academic information, but adult students may have less
contact with other students. Adults rely more heavily
on University publications than on students or faculty for
information. Dropouts seemed to use less frequently any
informational sources and to have less contact with
other students. Older adults (Group 2) are less likely
to have contact with other students than Group 1. Group 1
more often dislikes having contact with younger students
in mixed-age classes.
Most respondents had attended some college prior
to entering the University as adult students. Dropouts
tend to have been away longer than persisters. Dropouts,
once they enroll, tend to stopout more frequently and
to report not having received appropriate credit for prior
education
.
Health and physical limitations are important in
an adult's education. Hearing problems, even when
slight, apparently contribute to dropping out. Dropouts
are also less likely to report health as a positive
factor in their education. There seems to be no corre-
lation with the age, at least up to 50 years old,
between health and educational problems
.
My oersonal experience in working with adult
students, plus some of the narrative comir.ents added at
the end of the questionnaire by respondents, suggests
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some changes are needed (See Appendices 3 and C for all
written comments)
. Alterations in advising mechanisms
and University regulations, as well as the need for
greater faculty and student awareness of the problems
of adult students, may need to occur to provide adults
with a better experience while at the University.
Discussion of these issues and suggestions appear in
the next chapter.
CHAPTER V
LIMITATIONS AND IMPLICATIONS OF THE STUDY
The results of the present study provide information
about some of the influences on the adult student's
educational experience at the University of Massachu-
setts. The data are generally descriptive of influences
on adult students as a group and are somewhat more
specifically descriptive of influences on two age groups
and on those who dropout versus those who persist to
graduate. In discussing these data and their implications,
several limitations must be acknowledged.
The limitations of the study. This study has limitations
in a number of areas. These will restrict the interpre-
tation of the data as well as the application of the
results until further investigations can be done.
The variables. The study includes items designed
to explore a number of variables related to adult
persisters and dropouts. There are additional variables
that were identified by the professionals who work with
adults (see discussion in Chapter IV) but that are not
examined by this study. Future investigations with
different sample populations and larger samples will be
needed to verify that the variables studied are the
central ones.
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The population. The population of potential Ss
was fairly comprehensive for the University of Massachu-
setts. Caution should be used in generalizing to all
students in adult post-secondary programs. Since the
format of the programs varies radically from insti-
tution to institution, generalizations about adult
students, persisters and dropouts, or about age groups
can only be made after confirmation of the im.portance
of these variables based on additional research with
other populations.
Analysis of the data. Due to the exploratory nature
of this study, the limits imposed by the number of sub-
jects, and the statistical analyses used, causal relation-
ships cannot be shown between the variables (e.g., the
influence of the family or the influence of the em.ploy-
m.ent situation) and the two student groups (persisters
and dropouts) or the three age groups.
Although nonsignificant trends in the data will
be considered carefully before designing additional
research, they will not be used to draw conclusions
in this discussion. Results that are not found to be
significant by applying the least rigorous criterion
for significance need further investigation before it
is possible to make any statements v;ith confidence that
are based upon them.
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Results Summary and Supporting Comments
The results of this study provide some information
about the influence of six personal environmental factors
on adult full-tim.e undergraduate students who were enrolled
at the University of Massachusetts. The results in some
cases reflect the differences between adults of differ-
ent ages (after all, the S£' range spans 31 years) . In
other cases the results reflect differences between those
who persisted to graduate and those who left before
completing their degree. In all cases the results are
a commentary on what it is like to be an adult student
at the University.
Many of the conclusions drawn from the responses
on the forced-choice items presented in the body of the
questionnaire are directly supported by the respondents'
own comments. About 64 percent of the respondents stopped
to write at least a sentence at the end of the question-
naire. Some wrote several pages. Because these comments
are in the students' own words, they describe more
completely the joys and frustrations the adult students'
feel. Selections of comments are included below to
summarize the adult students' experience more completely
than the author's own words alone can do. (The complete
transcript of the respondent's comments is found in
Appendix C. The comments are very interesting and are
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highly recommended to the reader.)
The attitude of the family. The adults responding in this
study generally report their families as supportive.
In the adults' own words, the influence of the family
attitudes is important. The support of the family
contributes positively to the adult's motivation: "I
worked harder at classes because I realized my spouse
was 'sacrificing' a great deal to send me to class. All
in all, I enjoyed UMass much more the second time around
as an adult" (S 156) . All family members contribute
to the positive experience: "I owe most of my success
in this endeavor to my staunchest supporter, my husband.
My children took turns to make things run smoothly
and were also a great encouragement" (S 162) .
The family members and responsibility to support
and nurture them may be a heavy burden for adults,
however: "I know of many older students who, in the
course of attaining a degree, lost their marriages
(S 232) . "Both monetarily and emotionally, my attending
college for four years has been a strain on me and my
family" (S 252). "I was raising a boy (10 yrs.) alone
and had many long-distance family problems the first
year. It was an uphill struggle to graduate" (S 306) .
Dropouts more often report that family crises made
it difficult for them to continue school. It would
be
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a rare family that did not face problems regularly.
One way to interpret these data is that the family of
a dropout is more likely to react to the crisis as
though the adult's schooling is a cause of or aggrava-
ting factor to the family crisis and must give way to
the problem, while the family of a persister is
more apt to acknowledge the importance of the adult's
educational pursuit and act as though it is separate
from the family crisis. This interpretation is further
reinforced by more dropouts reporting pressure to finish
school quickly and pressure for good grades than persisters.
The attitude of the family of dropouts is more likely
to be, "if Daddy/Mommy/my spouse v;ould just leave school,
these problems would go away."
Younger adults (Group 1) report more pressure
from families for good grades than older adults (Group 2)
.
Adults in Group 1 also report less resentment from families
about the tim.e they spend on schoolwork. This may reflect
the life goals of Group 1 as they have conveyed them to
their families during the decade of their thirties.
Group 1 is in the process of consolidating their interests
and abilities, of growing into their vocational goals,
of achieving advancement, of building careers and
personal power. Having communicated that ambition to
the family, the adult may find the family responding with
pressure for good grades, so that they may measure the
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adult's achievement, and by allowing more of the adult's
time and energy to go toward achieving those goals.
Conversely, Group 2, in the decade of their forties,
has begun to focus more on interpersonal relations.
With this priority communicated to family members, there
may be more frustration on the part of both the student
and the family when schoolwork makes competing demands.
The cost of school as part of other living expenses.
The adult respondents express the difficulty of meeting
school expenses on top of other financial responsi-
bilities: "Financial assistance should be made more
available as generally parents cannot be expected to
contribute to supporting older students" (S 067)
.
"had
it not been for the G.I. Bill I probably would not have
attended UMass" (S 165)
.
"Many students I knew made use
of food stamps, medicaid and other in-kind services (such
as low-cost housing) to get by" (S_ 251) . "... Financial
aid [is] the pits where no one is respected and older
students are ignored, treated like idiots or like
]_3_y0ar—old students. Financial aid has all the power
for self-supporting students and they wield that power
(S 436)
.
Financing school can be a major difficulty
for adults, although some are fortunate to have school
expenses paid for them: "I must state that I probably
would not have gone back to school if I had not been
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paid to do so" (S 280) . "Being an active-duty Marine
drawing full salary while attending school allowed me
to be free of worry of expenses. This helped a great
deal since I could devote full-time (less household
chores) to my studies" (S 311)
.
The concern of adults to meet financial commit-
ments may contribute to their dropping out. The drop-
outs more often paid school expenses out of their own
salaries and less frequently had loans, scholarships,
and grants to help finance their education. The
implication for the University is a restructuring of
financial-aid packages to meet the special needs of
students with spouses, children, greater commuting costs,
and other financial pressures.
The influence of the adult's job. Adults often corniine
work and school. About 55 percent of the respondents
to this survey worked full time while enrolled at the
University. It may be necessary for students to work
because of their financial obligations to family plus
the costs of school. From the students' perspective, it
may be beneficial; "It is also my opinion that part-time
work would be beneficial as long as it did not interfere
with class schedules" (S^ 282) .
It may be that adults who choose to return to school
find part-time work with flexible hours: Since I had
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to put myself through school ... my weekends were spent
at home working, my weeknights were spent studying. The
schedule put no strain on me since I am basically a 'loner'"
(S 437) . But managing a job with school can be difficult
for students; "My most difficult job was being a father,
husband, worker, and student all together at the same
time. I am mildly surprised that I made it through" (S 331) .
Other students agree: "Even if I wasn't on AFCD (which
makes it very impractical to go to school and work
part-time)
,
I would not have been able to handle a job
—
time-wise, energy-wise" (S 383)
.
"I found working full-
time and attending the University full-time a areat
hardship" (S 282)
.
Or the questionnaire, most students indicated
that they returned to school with vocational goals. The
comments of many indicate that those goals were realized:
"I student- taught in agriculture 12 weeks this last
(Spring 77) semester, got a job immediately upon finishing
in April" (S 306) "I am proud to be a UMass Alumnus
and feel that being an older student aided my success
as an undergraduate and in my present position" (S_ 298)
.
One student commented, "If I did not finish school,
I would not have my teaching job today,"; but she goes
on to add, "I got my teaching job with the help of a
friend, having no luck with the sending out of my resumes
(or help from UMass)" (S 280). The theme of inadequate
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help in finding a job once a student finishes his/her
degree is repeated by many respondents. Some sound
bitter. Some are just a little sarcastic about not
j-inding work: "l was an English major, focusing in
playwriting. This questionnaire will be the first
^^^hing for which I shall receive a monetary consider-
ation. Questions then? Does this m.ake me a professional?"
(S 259). Some sound perplexed; "College didn't open
any doors to the 'job market' as far as jobs in the
Education teaching field. Could be age has something
to do with it. Oh well . . ." (S 267).
The vocational goals of adults are strong when
they return to school. Upon graduating many are not
able to find work. A concerted effort needs to be
made by the University to investigate the problems
underlying this dilemma of the adult student.
The attitudes adults encounter on campus. "The environ-
ment at UMass I found great to m.y dislike, the bigness
of the institution projected coldness and lack of
empathy. I found the people felt pressured to offer
assistance, they only did because they had to, i.e..
Bursar's Office, Financial Aid, Registrar's Office;
they looked as if they were hassled; this added to
their coldness" (S 270)
.
This is certainly not the
description of a very hospitable place. Many respondents
describe equally bad experiences; "Unfortunately I had
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a bad experience quite early in my stay and I found there
were plenty of people who were quite willing to saw off
the limb I was on. I was passed from faculty member
to faculty member. Everyone listened but few people
appeared genuinely interested and few offered any concrete
help" 347)
.
"Two younger members of the faculty
strongly resented older students, who have had more on-
the-job experience than them, discussing their experiences
and therefore we felt we were marked lower than we
deserved. We felt that this was their way of putting
us down and putting us in our place— as students. When
registering for a required course in m.y last semester
at UMass, the instructor v/ould not sign me up because
she said my work would interfere with the studying involved
for the course. I told her m.y work outside of school
was m.y own business and that I had never received a
grade lower than B for all my previous courses. I got
into the class after seeing three administrative members
and also received my first C, which was totally unfair"
(S 068) . "One problem in being an older student at UMass
was that there is a feeling that if one is more responsive
in class one might incur jealousy from other students
(who might think that some special rapport exists between
student and teacher) " (S 257)
.
Encountering these atti-
tudes would discourage anyone. For a student who is naving
problems meeting school costs or enduring the pressure
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that family or a job may put on time or energy, such
encounters might well contribute to the decision to leave
school. There are many people who found encouragement
on campus from faculty, advising staff, and students,
however
.
In the students' own words, the faculty and younger
students do support adult students in some cases: "I
enjoyed my experience and was, overall, impressed by
faculty interest in students who were interested in the
subject being taught. The faculty was generally far
more tolerant of many students (myself included) and
working conditions than I myself might have been under
similar circumstances" (S 012) . "I never felt out of
place, and always felt my broader (than younger students)
experience helped in both my relationships with other
students and professors and with my work as well" (S 183) .
"I found that the younger students generally tend to respect
the older student because of their experience, and that
there was very little prejudice shown by the younger
student" (S 311). "... all the students in my classes
were 1/2 my age. I found them very friendly, helpful
and always included me in their gatherings (I rarely
accepted—only when on campus) . Many of them invited
me to join their groups when doing class projects. This
made me feel accepted (many times I forgot the age
difference). Some of the male students called me 'Ma'--
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I got a kick out of that as they were of ages same as
my older sons" (S 304)
.
From the comments of respondents it seems that the
attitudes adults encounter on campus fall into two
categories. The first involves the attitudes of faculty,
administrators, and staff, which, when negative or unsym-
pathetic to the adults' problems, are very destructive,
as is seen in the negative comm.ents at the beginning
of section. Those people have responsibility for
grades, financial aid, advising about departmental and
university requirements, and other essential matters.
When they are not willing to (or not allowed to) help
the adult resolve problems, the student may be forced
to leave school. When those same people are supportive,
the adult reports a positive experience at the University.
Secondly, adults encounter the attitudes of
fellow students. The acceptance of adults by younger
students is a positive contributing factor to the adult's
perception of the University and his/her educational
endeavor as a rewarding tim.e. The students do not hold
any direct power over the services the adult needs, but
acceptance can be a real morale builder. In addition,
as a respondent put it, "50% of the knowledge available
about classes and requirements comes from peers." In
this student's case, "I seldom got to know my peers so
seldom had the information" needed to make the most of
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the University experience 299)
.
Encouragement
and information are available from fellow students,
but, generally, lack of these supports is not as
destructive as the lack of support and understanding
of faculty, administrators, and advising staff.
The educational history of the adults. The results of
the survey indicate that dropouts had been away from
school longer than persisters and had received insufficient
credit for prior work. Respondents did not comment
directly on the number of years they had been away from
school, but several respondents were outspoken about
problems they had faced in crediting prior education
toward their University programs; "Many courses required
by my departm^ent were repetitious of courses I had taken
in nurses training, or experience I had gained elsewhere"
(S 365). "I was informed— after I had taken all of
my final exam.s— that I was exempted from 2 of my 4
courses; I was informed by Whitmore not by the School
of Nursing" (S 154) . "Before I attend<.ed UMass I had
3 1/2 years of college, but I have been unsuccessful
in petitioning the University to accept more than 75
transfer credits and to waive the 2-year residency
requirement" (S 115). "I would have liked to have known
what credits I could have been awarded so that I could
gear my coursework accordingly" (S 026)
.
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With the cost of college so much more dear to
the adult financially, and personally, due to their
many responsibilities, many are very anxious to finish
as quickly as possible. Knowing that time, energy, and
money must be spent duplicating course work already
completed or acquiring skills which the adult already
has from, work experience could be very discouraging
for adult students. The university should reexamine
its crediting process for prior education.
Health and handicaps as an influence. A number of
respondents commented on their health or physical
limitation as a factor in their education: "Being
deaf I am a lip reader. I asked every teacher at UMass
to write down assignments for me; none would. Once
a sculptor teacher had a beard and m.oustache that
covered his entire mouth. He would not write one
word for m.e" (S 355) . "Suffered from, a ruptured disc
all during my undergraduate years at UMass" (S 171}
.
"My experience at UMass was hindered very greatly by
severe emotional problem.s which I conquered and am
now a 110% functional human being" (S 301) .
The comjnents above all acknowledge that health
and handicaps negatively influence the educational
experience. This may be compounded by the attitude
others take in dealing with a student who must already
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contend those negative influences. The description
the first respondent provides of the insensitivity
of his teachers to his deafness certainly underlines
the frustration a handicapped student may feel. If
an increased number of handicapped students are expected
to enroll at the University, due to the increased access-
ibility of buildings and support services available
under new legislation, efforts must be made to sensitize
faculty, staff, and students to the problems that may
develop. Som.e programs (similar to those suggested
at the end of the prior section on faculty and student
attitudes) to increase awareness should be instituted.
Such programs should not focus completely, however,
on severe handicaps. The results of the questionnaire
indicate that, although hearing difficulties are apparently
correlated with dropping out of the University, dropouts
do not report needing hearing aids. That is, their hearing
loss is slight, not profound. Although it is certainly
important that teachers, younger students, and adminis-
trators be sensitive to and supportive of the severely
handicapped, they must also be aware of the degree to
which more "minor" health problems may affect the educa-
tional experience. The effects of age, as well as the
effects of added stress due to the many responsibi-
lities an adult may have in addition to school, may make
the adult student the victim of "minor" health problems.
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Implications for the University
From exam.ining the comments and the results of the
questionnaire, I would have several recommendations for
the University. First, faculty, advising staff, clerical
help who deal directly with students, administrators,
and students should be sensitized to the more demanding
situation of the adult student. Any way they can get
to "know" the adults and their situation might be employed.
For example, biographies of some adult students might
be done as human-interest stories in the student newspaper
and faculty/staff newspaper to show the complexity of
the lives as well as the talent, experience, and deter-
mination adults bring to school. Programs for faculty
and administrators to change places with or follow an
individual adult student through advising and registra-
tion procedures might make such people more aware of the
difficulties such students face.
7\nother area that could be utilized to sensitize
faculty is faculty development. Training programs
specifically to help faculty take advantage of the
adult's experience and leadership potential in the
classroom could be designed to further everyone's learning
experience, rather than leave the faculty threatened and
other students jealous of these characteristics of adults.
The final product of such effort would be increased
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quality of teaching and learning for all students.
Attention must also be directed to the curricula avail-
able to ensure that the vocational goals of the adult
student can be met through programs that are available.
Programs designed to prepare students for further
education may not meet the adults
' needs
.
A second area in which I would suggest some changes
are needed at the University is vocational counseling
and job placement. Many adults comjnented on this in
narratives. It seems that adults are not receiving
adequate vocational counseling while they are making
course selections. (After all, faculty usually do not
have experience working in the field in which they
teach and m.ay not provide good career counseling)
.
Those facilities on campus that do provide career coun-
seling may not be geared to helping adults, who do have
work histories and sometimes years of experience, find
jobs. They may be geared more to the entry-level job
market. With more limited time available to adults
because of outside demands, facilities that are available
may not be accessible to adult students. Some creatively
designed programs directed at adults and their specific
vocational needs seem needed at the University
.
A third area in which the University might consider
making changes to better meet the needs expressed by
adult respondents is in providing a more adequate
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financial aid structure. Recognition of the different
costs an adult student faces must be made in the formulas
used to calculate eligibility for various forms of
financial aid. Work/study jobs that are more compatible
with the adult's busy schedules need to be developed.
Financial counseling that recognizes the more complex
situations of adult students must be available, either
through the financial aid office or from other sources.
A fourth area that this survey would indicate needs
review by the University to better meet the needs of the
returning adult student is the processes for crediting
of college-level work completed at other institutions.
Course work from other schools must be quickly and
completely evaluated so that duplication in course work
is avoided. Communication of completed requirements
must be made to the students and their advisors so that
planning can be done with complete information available.
In a more difficult area, crediting of knowledge
and skills acquired from experience must be available
to all adult students. A fair, quick, and reliable
evaluation process, which an adult may use prior to or
at matriculation, should provide credit toward a degree
in any area where the adult can demonstrate competence.
Developing such an evaluation mechanism is not any easy
task. There are many models available throughout the
United States and abroad, however, and the University
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should immediately begin to develop and institutionalize
a mechanism for students enrolled here.
There is a fifth area in which I believe the
University should do some creative planning and im-
plementation of programs to meet the adults' needs.
From the results of this survey I would recommend an
acknowledgment by the University as to the role family
responsibilities play in the educational endeavor of
the adult. This might.be manifested in several ways.
Faculty, advising staff, and administrators need to
be more aware of the competition for the time and energy
of the adult that can develop between family and school.
More flexibility in registration, course schedules,
assignments, and exams would allow adults to reconcile
conflicting demands more successfully. For many adults,
curricula that allow for independent study for part or
all of their program may provide valuable opportunities
to meet daily family needs and use any available time
for academic work.
The University might also acknowledge the role
of family responsibilities and family support through
program.s designed to familiarize the families of adult
students with the opportunities and demands of a college
program. Orientation programs, tours of the campus,
departmental "open house" programs, and many other crea-
tive mechanisms could be found to help family members
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better understand the college experience.
The Priorities for Additional Research
j-here are many avenues for further research that
this study suggests. One priority is the replication
of these results with different populations of adult
students so that repeated results may be generalized.
Investigation of the influence of the six personal
environmental factors examined in this study should
be done at other large, public universities as well as
at other types of schools. Circumstances at other
schools may allow for a more carefully selected sample
to insure the representativeness of the S£ of the whole
population of adult students.
Investigations are needed where the six personal
environmental factors explored in this study are examined
as influences on other more "traditional" groups of
students. Such studies would make comparison of the
adults with other groups possible. It would be important
to know which of these factors affect all students and
which only affect adults.
In Chapter I several areas were described that
were not investigated in this study. A clear educational
goal, for example, was identified as likely to increase
the probability that an adult would be able to complete
college despite many problems he/she might face. This
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factor was not suitable for investigation due to the
retrospective nature of the present study. This factor
the others, which were identified but also not examined,
should be explored to understand the contribution they
may make to the problems that force adults to leave
school before completing a program.
Efforts should also be addressed to the design
and evaluation of facilities for adult students that
acknowledge the personal circumstances and motivations
with which they return to school. Suggestions have been
made in each section in this chapter for design of programs.
Some are directed at providing better services for
the adult student. Some are directed at sensitizing
others on campus to the adults' needs. Some are designed
to increase the support adults receive from outside the
University that might contribute to their educational
endeavor. Many more, creative and innovative programs
could be planned, implemented, and evaluated. The
institutionalization of those that prove effective
might make the University more accessible to and m.ore
supportive of the adult student.
Research using pre-enrollment evaluation of edu-
cational history, academic skills, educational goals,
and demographic and developmental characteristics might
be used to better determine how these contribute to
dropping out and persisting. A pre-enrollment assessment
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of these areas might reveal different information than
the present post-enrollment study, contributing to a
better understanding of the problems adults face. It
is important, however, to see pre-enrollment assessment
as an opportunity to reveal areas in which an individual
or group may be weak and to ensure that timely help
can be provided, rather than as an opportunity to screen
out any individual or groups from attending the University.
Requirements that currently exclude individuals
based on, for example, educational background (minimum
standard of a high school diploma for enrollment) are
not shown to be justified by the present study. The
correlation between the level of school the respondent
completed before returning to school as an adult and
dropping out or persisting is not significant. Adults
are too diverse a group to be categorized and excluded
on the basis of an arbitrary cut-off line on one or
two scales. Instead, any pre-enrollm.ent assessment
should be used to identify possible areas of trouble
for an individual or group and to provide help to over-
come the obstacles adults may face.
Conclusion
This decade has seen a decline in the number of
"traditional" college-age students, due to the decrease
in birth rate in the early 1960s and later. This trend
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will continue through the rest of this century, at least.
At the same time, many adults are becoming interested
in entering or returning to higher education. Due to
the decrease in other enrollments, space is becoming
available to these adults, but programmatic changes
needed to ensure the best quality and the greatest
accessibility to adults are still being developed.
Research on adult characteristics and needs, which
P^ovIqss information needed to do effective program™
ming, is incomplete. The present study confirms the
importance of six areas of personal environment in
contributing to the educational endeavor of adult
students
.
In general, the support of the family is important
to allow the adult to fulfill school responsibilities.
The cost of school, on top of other financial respon-
sibilities, may prove too great unless an adult receives
help from other sources, regardless of the amount of
his/her income. Most adults work while they go to
school, and their motivation for returning to school
is usually related to vocational goals. The attitudes
of faculty and administrators in particular, which may
not allow for the many responsibilities an adult faces,
create obstacles for adults in assignments, require-
ments, lack of accurate, relevant information, and in
other important areas. The encouragement provided by
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faculty and fellow students may contribute to the adults
staying enrolled. Most adults at the University have
prior college-level experience, which should be credited
to them quickly so that they may use it in planning their
program here. The health and physical limitations of
an adult may hinder his/her ability to complete school,
even when these are not severe problems. Additional
research about the characteristics of adults and about
educational and support services is needed to more com-
pletely understand these factors and others as they
influence the adult student.
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THE QUESTIONNAIRES
1) The cover letter for the pilot questionnaire
2) The pilot questionnaire
3) The cover letter for the final questionnaire
4) The final questionnaire
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vysockl House
University of Massachusetts
Amherst, MA 01003
December 17, 1976
Dear
Often older students returning to school have a different
experience from younger undergraduates. As part of my doc-
toral work at UMass I am studying some of the problems and
frustrations, as well as the delightful aspects of being an
older student. This information will be used in planning
better programs at Utiass and perhaps at other schools.
I need your help. After New Years I will be sending a
questionnaire to older students who have graduated or dropped
out of UMass. The questionnaire enclosed with this letter* is
a draft of the one I hope to send later. I need to have
some currently enrolled students answer the questionnaire and
tell me which questions are good and which are unclear. Please
help me out.
Because the questions are designed to be answered by
people who have already left the University, and you have
not, please pretend that you left at the end of last semester.
You may make up a reason, or use a reason that almost caused
you to leave. It is most important to me that you indicate
any questions which seem unclear. Answer accurately all ques-
tions that apply to you. I will do a statistical evaluation
on answers to find which questions seem unclear. Write in
the margins or on the last page comments about individual
questions or the questionnaire as a whole.
I would like to assure you that the answers to these
questions are strictly for my personal use in perfecting the
questionnaire. The 2inswers you give will not be reported or
used in any way except to eliminate unclear questions. No one
else will have access to your answers. If you have any
questions about this or any other aspect of my project, please
call met (413) 268-7382, late evenings are best.
As a token of the importance of your individual reply,
and of my appreciation for the time you spent I will send you
a check for :j2.00upon receipt of the completed questionnaire.
I very much appreciate your support in the research effort.
For your boost for a fellow student, many thanks I
Sincerely,
)
Inez A. Anderson
Survey of a.x- Students
. Thirty and Over
This questionnaire is directed to ex-students, thirty years
old and older
. If you are still enrolled at UMass
, or
are not yet thirty
,
please write your na.-ne on the question-
naire, and then return it unanswered. Use the enclosed
enyelope. Thank you.
If you are at least thirty, and were once enrolled at UViass
but have left
,
please answer the questions on the next few
pages. In order to understand the experience older students
have in college your answers are needed.
work quickly. Jo not linger over questions. Indicate the
first answer that describes your experience. ;\nswers to
all questions will be kept strictly confidential .
four help will be very valuable. Please take a few minutes
to fill out the next few pages. Thank you.
* « * * «
Part I . The first items ask for general background information.
Please fill in the blanks.
1. Namei ]
2. Name while you attended UMass ^if different from above)!
3. Birth date:
month day year
4. Current address:
Number and 3treet_
Apartment Number
City or Town —
State and Zip Code
25. Sex (circle one)i
1
male; 2 female
6. Race (circle one)i
1 white (Caucasian)
2 blacJc (Afro-American, i^egro)
3 Spanish origin (Puerto Rican, Cuban, Chicano, etc.)
4 other (please specify)
7. Marital status during your last semester at UMass. Please
circle the number of the item which Indicates your
situation.
1 married, spouse present
2 married, spouse absent
3 legally separated
4 divorced
5 widowed
6 never married
a. Citizenship. Please circle the number of the one that
applies
.
1 U.S. Citizen, U.S. born
2 U.S. Citizen, naturalized
3
not a U.S. Citizen
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9. Total Income of your household tincluding you, your spouse,
your dependents) for the last year you were enrolled
at UMass. Circle the number of the item.
1 under ^3,000,
2 ^3,000 to $4,999
3 $5,000 to $6,999
4 $7,000 to $9,999
5 $10,000 to $14,999
6 $15,000 to $19,999
7 $20,000 and over
10. Please indicate which semesters you were enrolled at
UMass, Circle the number of each semester you were
enrolled.
1 Fall 1969 8 Spring 1972 16 Fall 1974
2 Spring 1970 9 Summer 1972 17 Spring 1975
3 Summer 1970 10 Fail 1972 18 Summer 1975
4 Fall 1970 11 Spring 1973 19 Fall 1975
5 Spring 1971 12 Summer 1973 20 Spring 1976
6 Summer 1971 13 Fail 1973 21 Summer 1976
7 Fall 1971 14 Spring 1974 22 Fall 1976 (that
is this fall
15 Summer 1974 semester)
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Please indicate how many children you had in each age
group during your last semester at 'dMasa (Count pregnancy
during that semester in the Sirst group).
under 6 years old
six to eleven years old
twelve to fourteen years old
fifteen to eighteen years old
nineteen or older
12.
Please circle the number which indicates the arrangements
you made for care of your children during your last
semester at UMass. My children were cared for*
1 at my home by a relative
2 at my home by a non-relative
3 in my relative's home
4 in a non-relative's home
5 at a school, group care, day care or nursery school
6 my children did not need care
7 I had no children
13.
Please circle the number of the item below which is the
most important reason you left UMass.
1 graduated (go to Part II, question 14.)
2 academic problems (answer 13A)
3 personal problems (answer 13a)
4 financial problems (answer 13A)
5 other (Please describe)
i
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13A. Please briefly describe what led up to your leaving
i
Part II . The following questions ask about your educational
history.
14. Please circle the number of the highest level of school you
completed before you enrolled in UMass as an adult
student.
1 some elementary school (skip question 15)
2 completed elementary school (skip question 15)
3 some high school (skip question 15)
4 completed high school (skip question 15)
5 completed high school equivalency (skip question 15)
6 some college (please answer question 15)
7 completed college (please answer question 15)
a graduate study (please answer question 15)
15. Please circle the number or numbers of the items below
which describe the type of college (or colleges) you
attended. 5fou may circle more than one.
1 two year college
2 four year college or university (but not UMass)
3 attended UMass, left, then returned
other (please describe)4
616. now many years were .there between the time you last
attended school full time and when you enrolled at
UMass as an older student?
years
* * • *
Part III . The next set of questions asX about your UMass
expenses. Ifor each question, please circle the number
which shows how much you disagree or agree with the
statement.
17. I felt that the day to day expenses of my family came
first, UMass expenses for me came second.
does not strongly • strongly
apply disagree aaree
0 1 2 3 4 5
Financially
,
I really lost nothing while I was at UMass.
strongly strongly
disaaree agree
l' 2 3 4 5
19. I found that if you plan carefully, school at UMass is
not too expensive.
strongly strongly
disagree agree
1 2 3 4 5
20. It was very hard to support my dependents and myself and
still pay school expenses.
does not
apply
0
strongly
disagree
1
strongly
agree
52 3 4
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21. Finances will not )ceep someone out of college who really
wants to go.
strongly strongly
disagree agree
1 2 3 4 5
22. Because I was in school I lost income that I would
otherwise have earned.
does not strongly strongly
apply disagree agree
0 12 3 4 5
educational costs (books, tuition, fees, etc.) were
so expens ive I really had trouble staying in school.
strongly strongly
disagree agree12 3 4 5
24. Because I expected that we would all benefit in the long
run, I squeezed the family budget to meet my school ex-
penses. -
does not strongly strongly
apply disagree agree
0 1 2 3 4 5
25. Please circle the number of the one item below which indicates
the ma jor source of the money you used to pay UMass
expenses during your last semester.
1 my own salary
2 my own savings
3 salary of someone else (for example, spouse, parents,
children)
4 savings of someone else tfor example, spouse, parents,
children)
5 scholarship, loan, grant, award (please specify source:
6 G.I. Bill
7 other:
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Please circle the numbers of all the secondary sources of
money used for school expenses diffe rent than the major
source you indicated in the last question. fou may
circle more than one.
1 my ovm salary
2 my own savings
3 salary of someone else
4 savings of someone else
5 scholarship, loan, grant, award
6 G.I. Bill
7 other (please specify)!
• * • • *
Part IV . The next set of questions mentions some reasons people
return to school after having been out. For each
,
please
circle the number which Indicates how Important that
reason was for you.
27.
I returned to school to improve my employment situation.
not very
important important
1 2 3 4 5
28.
I returned to school to make myself a better person.
not
important
1
very
important
52 3 4
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I returned to school to make new friends,
not
important12 3 4 veryimportant5
30.
Please list any additional reasons you returned to
school i
Sometimes adult students return to school for vocational
reasons. The next questions ask about you, employment, and
school
.
31.
What was your employment status at the time you enrolled
at UMass? (Please circle one.
)
1 homemaker (not working for wages)
2 employed, full time (worked hours per week.
)
3 employed, part time (worked hours per week.)
4 volunteered (worked hours per week.
)
5 retired
6 disabled (unable to work)
7 unanployed (seeking work)
a unemployed (not seeking work)
other (please specify)
:
9
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Vihat is your present employment situation? (Please circle
one. )
1 homemaker (not working for wages)
2 employed, full-time (work hours per week)
3 employed, part-time (work hours per week)
4 volunteered (work hours per week); please skip to
question 39,
5 retired (please skip to question 39. )
6 disabled (unable to work) please skip to question 39.
7 unemployed (seeking work); please skip to question 39.
a unemployed (not seeking work)
;
please skip to question 39.
9 other (please specify)
:
33. Since I left UMass my salary is: (please circle one)
1 much less
2 less
3 the same ( skip the next question)
4 greater
5 much greater
34. School is at least partly responsible for the change in
my salary (circle one number).
strongly strongly
disagree agree
1 2 3 4 5
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Since I left UMass my responsibil itv on the Job las
(please check one)
1 much less
2 less
3 the same ( skip the next question)
4 greater
5 much greater
36.
School is at least partly the cause for changes in my
work responsibility. (Circle one number)
strongly
disagree
1
2
strongly
agree
37. Since I left UMass my satisfaction with my job is:
(Please circle one)
1 much less
2 less
3 the same ( skip the next question)
4 greater
5 much greater
38. School is at least partly responsible for any change in my
satisfaction. (Please circle one.
)
strongly strongly
disagree agree
1 2 3 4 5
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39. When you enrolled at UKass as an adult student you
believed that school would help youi (please circle
one number)
1 get a raise with the same employer
2 get a promotion with the same employer
3 get more Influence or responsibility on the job
4 get a job with a new employer
5 get a paid job
6 did not believe ray return to school would affect
my employment situation
If you were working at any time during the last year you were
enrolled in school (either for pay or not for pay) please answer
the next questions. If you did not work during the last year,
please skip to question 46 in the next section.
40. Please circle the number which indicates the type of employ-
ment you had.
1 employee of company, business or individual for wages
salary or commission
2 self-employed in own business, professional practice
or farm (skip question 42. Answer ail others)
3 worked without pay in family business or farm
4 worked without pay in non-profit organization or
campaign
other (please describe)
:
5
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41. My coworkers were pleased I was going to school.
strongly
disaaree
l' 2 3 4
strongly
agree
5
42. My employer was pleased I was going to school.
strongly
disagree
1 2 3 4
strongly
agree
5
43. It was hard to work and go to school at the same time.
strongly
disagree
1 2 3 4
strongly
agree
5
44. My Jicademic work was related to my employment.
strongly
disaaree
l' 2 3 4
strongly
agree
5
45. My work schedule sometimes made it hard to attend
classes
.
strongly
disaaree
l'
• *
2 3 4
Strongly
agree
5
Part V The attitudes of family members may influence students. The
next questions ask about your situation while you were at
UMass.
Please circle the number after each person which tells how
they felt about your being a student. Circle one
t^md only one) in every row.
pleas ed
46. fourself 5
47. Father 5
48. Mother 5
49. Siblings (brothers,
sisters) 5
50. Other relatives 5
51. Spouse, fiance,
girlfriend/
boyfriend 5
52. Any other important
person 5
didn’t I don't I don't
care displeased know have any
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
4 3 2 1
Please circle the number which shows how much you disagree
or agree with each statement about your family. If you have
no family please skip to question 68 in the next section.
53.
My family thought school was not appropriate for someone my
age.
strongly
disagree
strongly
agree
15
54. My family did not care one way
returning to school.
or another about my
strongly strongly
disagree agree
1 2 3 4 5
55. •My family was proud that I was a student.
strongly strongly
disagree agree
1 2 3 4 5
56. My family was delighted that I was going to school.
strongly
disagree
1 2
strongly
agree
57. My family benefited from my being a student.
strongly
disagree
1 2
strongly
agree
50. My immediate family made it clear that they wished I
were not in school.
strongly strongly
disagree agree
1 2 3 4 5
59. My family was very considerate when I was studying, and
tried to help out in little ways.
strongly strongly
disagree agree
1 2 3 4 5
60. It was very hard on my familly that I was a student.
strongly strongly
disagree agree
1 2 3 4 5
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61. My family pressured me to get good grades.
strongly
disagree12 3 4 stronglyagree5
62. .My family was interested in my school experiences.
strongly
disagree
1 2
strongly
agree
63. My family thought that I was making a mistake going back
to school.
strongly
disagree
1 2
strongly
agree
64. My family resented my spending time on school work.
strongly
disagree
1 2
strongly
agree
65. My family was interested in what I was studying.
strongly strongly
disagree agree
1 2 3 4 5
66. My family pressured me to finish school as quickly as
possible.
strongly strongly
disagree aaree
1 2 3 4 '5
67. Please describe any family situation which had a major
effect on you while you were at UMass as an adult
student I
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Part VI
. Students have many demands on time and energy. In
the next set of questions, please circle the number which
indicates how you feel about each statement.
68.
Teachers were willing to taka into consideration the other
demands I had on me besides school.
strongly strongly
disagree agree
1 2 3 4 5
69.
An older student who really wants to be in school will find
the time to get assignments finished.
strongly strongly
disagree agree
1 2 3 4 5
70.
Older students should be treated Just like any other
student.
strongly strongly
disagree agree
1 2 3 4 5
71,
I feel that older students should be allowed more flexibility
in deadlines, etc., because they have so many other things
to do.
strongly strongly
disagree agree
1 2 3 4 5
72.
When I asked faculty to make a special arrangement for me
because of a conflict between school and ray outside
responsibilities I founds (please circle one)
1 that they were usually willing
2 that they were usually unwilling
3 I never asked
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Older students have usually had jobs, volunteered, traveled,
served in the armed forces, had family responsibilities
and pursued hobbies which introduce them to a variety
of situations and people. How do you feel that your life
experiences influenced your success at UKass? Please
circle one;
1 helped me
2 had mixed influence (helped in some ways, hindered
in others)
3 hindered me
4 had no influence
* * «
Part VII . Because they are obviously older, adult students
may attract special attention. Please circle the number
which shows how you feel about each statement.
74.
It was hard to taXe classes from faculty who were close
to my age or younger than I was.
strongly strongly
disaaree agree
l' 2 3 4 5
75.
Teachers like to have adult students in their classes.
strongly strongly
disagree agree
1 2 3 4 5
76.
Usually teachers do not like students the same age or
older than themselves.
strongly
disagree
1 2 3 4
strongly
agree
5
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77.
Most teachers at UMass don't like students who ask too
many questions.
strongly strongly
disagree agree
1 2 3 4 5
78.
I was very aware that some of my teachers were the same
age or younger than I was.
strongly strongly
disagree agree
1 2 3 4 5
79.
Circle the number of the item below which describes how
much you learned when the teacher was younger than you
were.
1 usually learned more than other classes
2 age of the teacher made no difference
3 usually did not learn as much as other classes
4 didn't have any younger teachers
90. Circle the number of the item below which describes how
you liked classes where the teacher was younger than you
were.
1 usually liked those classes
2 age of teacher made no difference
3 usually did not like those classes
didn't have any younger teachers4
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01. Please circle the item which describes how many classes
you had where the teacher was the same aqe or younger
than you were.
1 none
2 only one or two
3 several
4 many
5 most or all
6 I never noticed
Faculty at UMass usually treat adult students: (please
circle one)
1 much less favorably than younger students
2 less favorably than younger students
3 the same as younger students
4 more favorably than younger students
5 much more favorably than younger students
6 I never noticed
83. Teachers are glad to have students bring up their personal
experience in class discussion. (Please circle one
number)
strongly strongly
disagree agree
1 2 3 4 5
84. Most faculty I met at UMass were prejudiced against older
students.
82.
strongly
disagree
2 3 4
strongly
agree
5
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S5. Circle the number of the item that tells how faculty
grade older students as compared to younger students.
1 usually younger students are graded harder than
older students for the same class
2 usually all students are graded the same in classes
3 usually older students are graded harder than
younger students in the same class
4 I never noticed
The next questions ash about your experience when most
students were younger than you were.
86.
The items below describe how you might have felt about
taking classes with students who were younger than you
were. Please circle one. In general, I:
1 disliked ft very much
2 disliked it
3 never noticed the age of other students
4 liked it
5 liked it very much
87.
Generally, I would say that in classes the younger students
Ignored the older students. (Please circle one number.)
strongly
disagree
1 2
strongly
agree
88.
)founger students resented having older students in classes.
strongly
disagree
1 2
strongly
agree
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89. If I had to work with someone else on a project for a
class I preferred to work with another older student.
strongly strongly
disagree agree
1 2 3 4 5
90. Outside of classes I usually found that« (please circle one)
1 younger students were harder to get to know than other
older students
2 older students were harder to get to know than younger
students
3 I did not find much difference
4 I did not get to know many other students
i’lease indicate how often you did each activity. Please circle
one (and only one) for each item.
rarely
or
never
about
once a
semester
about
once a
month
about
once a
week
almost
every
day
91. went to coffee
with another student
between classes 1 2 3 4 5
92. met another student
to socialize off
campus 1 2 3 4 5
92. went to movies, plays
or other recreational
activities on campus 1 2 3 4 5
94. participated in club,
society or volunteer
organization on
campus 1 2 3 4 5
95. met with other
students to study,
prepare projects or
class presentations 1 2 3 4 5
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96. In classes where there were older students, discussions
there were better. (Circle one number.
)
strongly
disagree
1 2
strongly
agree
97. The age of the students in a class makes no difference as
to how much I learned.
strongly
disagree
1 2
strongly
agree
98. If it were possible, I*d prefer to take classes only with
students my own age.
strongly
disagree
1 2
strongly
agree
99. I would like classes with students of Just one age.
strongly
disagree
1 2
strongly
agree
* * *
Part VIII . The next questions ask about getting advising and
academic information. Please circle the number that
indicates how you feel about the statement.
100. Faculty in my major depart.ment were almost always willing
to spend time giving me advice on courses, career possi-
bilities, etc., when I asked.
strongly
disagree
1 2 3 4
strongly
agree
5
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101. I had trouble getting to see my advisor.
strongly
disagree12 3 4 stronglyagree5
102. It was hard to find good advice about requirements and
registration at UMass.
strongly
disagree
1 2
strongly
agree
103. Faculty were more helpful to me because I was an older
student.
strongly strongly
disagree agree
1 2 3 4 5
104. Most faculty in departments besides my major resented
answering questions about anything but the courses they
taught.
strongly strongly
disagree agree
1 2 3-4 5
*
Part IX . iiealth may influence a student's success in school.
The next questions asX about your health while you were at
UMas s
.
105. Generally, I would describe my health as
i
poor12 3 4 excellent5
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106. Please circle the number of the item below which describes
the frequency with which you had minor health problems
(a cold, the flu, a sore throat, etc.) while you were at
UMass
:
1 rarely or never
2 about once per semester
3 several times each semester
4 about once each month
5 almost constantly
107. Please circle the item which shows the frequency with
which you had ma jor health problems tmajor illness, broken
bones, surgery, etc.):
1 rarely or never
2 about once per semester
3 several times each semester
4 about once each month
5 almost constantly
108. Please circle the number which shows the frequency with
which you missed a day of classes for any reason (your
own illness, illness in family, car trouble, didn't want
to go, etc.) during your last year at UMass.
1 rarely or never
2 about once per semester
3 several times per semester
4 about once per month
5 about once per week
several times per week, or more often6
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.
110 .
111 .
112 .
113 .
114 .
115.
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My eyesight in normal circumstances is
i
poor12 3 excellent4 5
My eyesight in special situations like lecture halls
and classrooms is
i
poor12 3 excellent4 5
My hearing in normal conversation is:
poor12 3 4 excellent5
My hearing in special situations like lecture halls
and classrooms is:
poor excellent
1 2 3 4 5
Do you, or should you wear glasses for reading? Please
circle one.
1 yes
2 no
Do you, or should you, wear glasses for seeing at a
distance? Please circle one.
1 yes
2 no
00 you or should you wear a hearing aid? Please circle
one.
1 yes
2
no
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116. Oo you, or should you, use an aid to walk (a cane,
crutches)? Flease circle one:
1 yes
2 no
117. riow would you describe your ability to be generally
physically active?
poor excellent
1 2 3 4 5
118.
When I was a student at UMass my health was: (please
circle one)
1 a great hindrance to my success
2 a hindrance to my success
3 not influential in my success
4 helpful to my success
5 a great help to my success
119.
Please use the space below and additional pages to add
any comments you have about 1) your experience at uKass
or 2) this questionnaire. Thanks very much for your
help.
Jear
- . Box 313
F-Iaydenvllle
,
^ass, 01039
Often older students returnlna: to school have a dl'^e-ent
experience from the youncer unde’-?raduates
. ns Da-t of rv
-ioc-toral woric at UKass I am studying some of the p''ohle"!s andfrustrations, as well as the delightful ascents, of helnT an
older student. The Information I collect form this c’-o.lect Is
Intended to be used In plannlne better programs at t. :'ass and
perhaps at other schools.
I need your help. For this project I am defining "olde’-
student" as a person over 30. If you are over 3C (or will be
this year) I hope that you will take the time to answe”
the questions enclosed. If you are not over 30 please write
your name on the questionnaire and Indicate that I made a
mistake about your aire. Tou unanswered questionnaire will
suggest that I cross your name off my list. Thank you.
I am Interested In -the experience of those who have now
left Ui'iass. If you have left (because you graduated or for
some other reason) I hope that you will contribute your experience.
If you have not left UMass please put your name on the question-
naire and Indicate that I made a mistake In your enrollment,
lour unanswered questionnaire will suggest that I cross you off
my list, also. Again, thanks.
I can assure you that the answers to these questions will
be kept In strict confidence. I<’o one else will have access to
your answers. Information I collect will be reported without
your name or any Information which would Identify you. If
you have any questions about this (or any other asoect of :ny
project} please call me: (413) 263-7382; late evenln? Is usually
best.
I hope that the questionnaire Is a good one. If however,
there are any questions you find confusing, or If there Is any-
thing you would like to say In addition to the choices offered,
please write In the margins or on the backs of pares . I would
appreciate any evaluation you have of unclear questions. Tour
comments will make the questionnaire seem a little more per-
sonal.
AS a token of the Importance of you Individual reolv, and
of my aopreclatlon for the time you scent I will send you a
check for $2.00 upon receipt of the completed 9'^sstlonnalre.
ve^y much appreciate your support In my research e
o.-.
your boost for a fellow student, many than.-cs
.
Sincerely,
Adult Student experience uuestionnaire
This questionnaire is directed to ex-student s . thirty years old or
old«. If you are still enrolled at UMass
,
or are not yet thirtTT
please write your name on the questionnaire, and then return it
unanswered. Use the enclosed envelope. ThanX you.
If you are at least thirty, and were once enrolled at UMass but have
left
,
please answer the questions on the next few pages. In order
to understand the experience older students have in college your
answers are needed.
•VorX quickly. Do no linger over questions. Indicate the first
answer that describes your experience. Answers to ail questions
will be kept strictly confidential .
ifour help will be very valuable. Please take a few minutes to fill
out the next few pages. Upon receipt of the complete questionnaire
I will send you >2.00 as a token of my appreciation for your help.
Thank you.
Part I . The first items ask for general background information.
Please fill in the blanks •
1. Name i
2. Name while you attended UMass (if different from above)
s
3. Birth dates
month day year
4. Current address
:
Number Street Apartment .'iumber
City or Town State ^ip Code
5. Sex (circle one)i
1 -male
2 -female
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6. r^ace (circle one)i
1 -white (Caucasian)
2 -black ( Afro-American
,
Nearo)
3 -Spanish origin (Puerto Aican, Cuban, Chicano)
4 -other (please specify)
7. .harital status during your last semester at UMass
. Please circle
the number of the item which indicates what your 's ituation was.
1 -married, spouse present
2 -married, spouse absent
3 -legally separated
4 -divorced
5 -widowed
6 -never married
S. witizenship. Please circle the number of the one that applies
to you currently.
1 -u.S. Citizen, U.3. born
2 -U.S. Citizen, naturalized
3 -not a J,5. Citizen
9. t'lease circle the number which indicates the distance you
traveled, one way
,
to come to Ui^ass during your last semester.
1 -3 miles or less
2 -4 to 10 miles
3 -11 to 20 miles
4 -21 miles or more
Please circle the number which indicates the total income of
your household (including you, your spouse, your dependents)
for the last year you were enrolled at UMass.
1 -under ^3, 000
2 -33,000 to 34,999
3 -^>5,000 to 36.^99
4 -37,000 to 39,999
5 ->10,000 to 314,999
6 -315,000 to 319,999
7 ->20,000 and over
10 .
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The next four questions as)t about the semesters you were enrolled
at Uyiass as an adult student (by "adult" I mean older than the
typical student ages of 13 to 21 years). rlease refer to the nuin-
provided below to answer questions 11 and 12.
1 -Fall 1969 13 -Fall 1973
2 -Spring 1970 14 -Spring 1974
3 -Summer 1970 15 -Summer 1974
4 -Fall 1970 16 -Fall 1974
5 -Spring 1971 17 -Spring 1975
6 -Summer 1971 18 -Summer 1975
7
-Fall 1971 19 -Fall 1975
8 -Spring 1972 20 -Spring 1976
9 -Summer 1972 21 -Summer 1976
10 -Fall 1972 22 -Fall 1976 Itha
11 -Spring 1973 is this fail
12 -Sammer 1973 semester)
11.
.Vhich was the first semester listed above during which you
were enrolled at Jwass as an adult student?
12.
«hich was the las t semester listed above during which you
were enrolled:
13.
now many semesters were you enrolled at ul'.ass as an adult
student?
14. '^as your enrollment at
unable to attend u.'^ass
after you enrolled and
adult student?)
UMass interrupted? (That is, were you
for one or more fall cr string semesters
before you finally left UMass as an
1 -yes
2 -no
15. rlease circle the number which indicates the number of children
you were supporting during your last semester at UMass. lUount
pregnancy during that semester in the first group .
)
under 5 years old:
6 to 11 years old:
12 to 14 years old:
15 to 18 years old:
19 or older:
0 12 3
0 12 3
0 12 3
0 12 3
0 12 3
4 5 or more
4 5 or more
4 5 or more
4 5 or more
4 5 or more
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riease circle the namber which indicates the arrangements you
made for care of your children during your last semester at
U.'iass. /ly children were cared fort
1 -at my home by spouse or a relative
2 -at my home by a non-relative
3 -in my relative's home
4 -in a non-relative’s home
5 -at a school I group care, day care or nursery school
6 -my children did not need care
7
-I had no children
17. riease circle the number of the item below which is the most
important reason you left UMass.
1 -graduated
2 -academic problems
3 -personal problems
4 -financial problems
5 -family problems
6 -other (riease describe)
:
rart II . The following questions asl< about your educational history.
riease circle the nu.mber of the highest level of school you com-
pleted before you enrolled in UWass as an adult student (by
"adult" I mean a student older than the usual undergraduate age
of 18 to 21 years).
1 -some elementary school (skip question 19)
2 -com.pieted elementary school (3)<ip question 19)
3 -some high school Cskip question 19)
4 -completed high school (skip question 19)
5 -completed high school equivalency (skip question 19)
6 -some college (please answer question 19)
7 -completed college (please answer question 19)
a -graduate study (please answer question 19)
19. riease circle the number (or numbers) of the items below which
describe the type of college (or colleges) you attended. ^ou
may circle more than one.
1 -two year college or two year certificate training program
2 -four year college or university (but not Limas s)
3 -attended UMass, left, then returned
4. -other (please describe)
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20. now many years were there between the time you last attended
school as a younger student, full time, and when you enrolled
in school as an adult student?
years
21. Please circle the number which indicates how oross coun-ed your
educational background in helping you toward graduation.
1 -I did not apply for credit for any other educational work.
2 -aven though I asked for it, UMass did not give me any
credit for work I had done in other educational programs.
3 -UMass gave me some credit, but not enough to really
show how much I had done.
4 -UMass gave me credit that was pretty equivalent to the
work I had done in other educational programs.
5 -I had no educational background that, in my opinion, was
appropriate for college credit.
Fart III . The next set of questions ask about your UMass expenses.
For each question, please circle the number which shows
how much you disagree or agree with the statement.
22.
I felt that the day to day expenses of my family came first,
UMass expenses for me came second.
does not strongly
apply disagree
0 12 stronglyagree
23. I found that if you plan carefully, school at UMass is not too
expensive.
strongly strongly
disagree agree
1 2 3 4 5
24. It was very hard to support myself (and any dependents) and
still pay school expenses.
does not
apply
0
strongly
disagree
1
strongly
agree
2 3
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25. vxhiie I was in school I lost
earned.
does not strongly
apply disagree
0
12
income that I would other’-zise have
strongly
agree
26. s-ducational costs (hooks, tuition, fees. etc. ) were so expensive
I really had trouble staying in school.
strongly
disagree
1
2
strongly
agree
27. r lease cirole the number of the one item below which indicates
the ma 1or source of the money you used to pay expenses during
your last semester.
1 -my own salary
2 -my own savings
3 -salary of someone else (for example, spouse, parents.
children)
4 -savings of someone else (for example, spouse, parents.
children)
5 -scholarship, loan grant, award (please specify source);
6 -G. I . sill
7
-other:
23. Please circle the numbers of all the secondary sources of money
used for school expenses different than the major source you
indicated in the last question. I'ou may circle more than one.
1 -my own salary
2 -my own savings
3 -salary of someone else
4 -savings of someone else
5 -scholarship, loan, grant, award
6 -G.I. Dill.
7 -other ^please specify)
:
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Please circle the number which shows how difficult each tvoa of
expense was for you during your last year at UMass. Circle one in
each row.
29. Tuition and fees
30. 3ooks and supplies
31. Food, rent, phone
and clothing
32. Babysitting, daycare
33. Commuting costs
very
difficult
1
difficult
2
had no
difficult such expense
4
not
:1
3
3
34.
Please circle the number which indicates how important vocational
(Job-related) concerns were to you when you decided to return
to school as an adult student.
1 -very important
2 -quite important
3 -of minor importance
4 -of no importance whatsoever
35.
If there were any other critical factors affecting your decision
to return to school please describe them briefly.
36.
What was your employment status at the time you enrolled as an
adult student at UMass? (Please circle one. )
1 -homemaker (not working for wages)
2 -employed, full time (worked hours per week)
3 -employed, part time (worked hours per week)
4 -volunteered (worked hours per week)
5 -retired
6 -disabled (unable to work)
7 -disabled (seeking work)
8 -unemployed (seeking work)
9 -unemployed (not seeking work)
10
-other (please specify):
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37; What is your present employment situation? (Please circle one.)
1 -homema)cer (not working for wages)
2 -employed, full time (work hours per week)
3 -employed, part time (work hours per week)
4 -volunteer (work hours per week);
5 -retired; please skip to question 45
6 -disabled (unable to work)
;
please skip to question 45
7
-disabled (seeking work); please skip to question 45
a -unemployed (seeking work); please skip to question 45
9 -unemployed (not seeking work); please skip to question 45
10 -other (please specify)
38.
Since I left UMass my salary is (please circle one)
:
1 -much less
2 -less
3 -the same ( skip the next question)
4 -greater
5 -much greater
39.
School is at least partly responsible for the change in my
salary (circle one number).
strongly strongly
disagree agree
1 2 3 4 5
40. Since I left UMass my responsibility on the job is: (please
circle one number)
1 -much less
2 -less
3 -the same ( skip the next question)
4 -greater
5 -much greater
41. School is at least partly the cause for changes in my work
responsibility. (Circle one number.)
strongly strongly
disagree agree
1 2 3 4 5
211
9
42. Since I left UMass my satisfaction with ray job is
i
(Please circle one)
1 -much less
2 -less
3 -the same ( skip the next question)
4
-greater
5 -much greater
43. School is at least partly responsible for any change in my
satisfaction. (Please circle one)
strongly strongly
disagree agree
1 2 3 4 5
44.
rthen you enrolled at UMass as an adult student you believed
that school would help youi (Please circle one number)
1 -get a raise with the same employer
2 -get a promotion with the same employer
3 -get more influence or responsibility on the job
4 -get a job with a new employer
5
-get a paid job
6 -did not believe my return to school would affect my
employment situation
If you were working at any time during the last year you were en-
rolled in school (either for pay or not for pay) please answer the
next questions. If you did not work during the last year, please
skip to question 51 in the next section.
45.
Please circle the number which indicates the type of employment
you had
.
1 -employee of company, business or individual for wages,
salary or commission
2 -self-employed in own business, professional practice,
or farm (skip question 47, answer all others)
3 -worked without pay in family business or farm
4 -worked without pay in non-profit organization or
campaign
-other (please describe)5
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46. My coworkers were pleased I was going to school.
strongly
disagree
1 2 3
strongly
agree
4 5
47. My employer was pleased I was going to school.
strongly
disagree
1 2 3
strongly
agree
4 5
48. It was hard to work and go to school at the same time.
strongly
disagree
1 2 3
strongly
agree
4 5
49. My academic work was related to my employment.
strongly
disagree
1 2 3
strongly
agree
4 * 5
50. My work schedule sometimes made it hard to attend class(
strongly
disagree
1 2 3
strongly
agree
4 5
Part V . The attitudes of family members may influence students. The next
questions ask about your situation while you were at UMass.
Please circle the number after each person which tells how they
felt about your
every row.
being a student. Circle one (and only one) in
pleased
didn '
t
care displeased
I don •
t
know
I don '
t
have any
51. Yourself 5 4 3 2 1
52. Father 5 4 3 2 1
53. Mother 5 4 3 2 1
54. Siblings (brothers
and sisters) 5 4 3 2 1
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pleased
didn '
t
care displeased
I don •
t
know
I don
have
55. ether relatives 5 4 3 2 1
56. Spouse, fiance,
girlfriend/
boyfriend 5 4 3 2 1
57. Any other important
person 5 4 3 2 1
i-lease circle the number in each question below which shows how much
you disagree or agree with each statement about your family. lay
"family" I mean those whom you consider to be your immediate family:
your spouse, your children, your parents and/or your siblings.) If
you have no family, please skip to question 67 in the next section.
58.
My family was proud that I was a student.
strongly
disagree12 3 4 stronglyacree5
59.
My family benefited from my being a student.
strongly
disagree
1 2
strongly
agree
60.
My family was very considerate when I was studying, and tried
to help out in little ways.
strongly strongly
disagree agree
1 2 3 4 5
61.
It was very hard on my family that 1 was a student.
strongly strongly
disagree agree
1 2 3 4 5
My family pressured me to get good grades
.
strongly strongly
disagree agree
1 2 3 4 5
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My family resented my spending time on school work.
strongly strongly
disagree agree
1 2 3 4 5
64.
My family was interested in what I was studying.
strongly
disagree
1 2
• strongly
agree
3 4 5
65.
My family pressured me to finish school as quickly as possible.
strongly
disagree
1
2
strongly
agree
66.
A crisis (or several crises) which happened to a member of my
family (for example, illness or unemployment) made it difficult
for me to continue my own schooling.
strongly strongly
disagree agree
1 2 3 4 5
rart VI . Students have many demands on time and energy. In the
next set of questions, please circle the number which indi-
cates how you feel about each statement.
67.
Teachers were willing to take into consideration the other
demands I had on me besides school.
strongly strongly
disagree agree
1 2 3 4 5
6S. ^’hen I asked faculty to make a special arrangement for me
because of a conflict between school and my outside responsi-
bilities I found: (please circle one)
1 -that they were usually willing
2 -that they were usually unwilling
3 -I never asked
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69. Older students have usually had Jobs, volunteered, traveled, servedin the armed forces, had family responsibilities and pursued
hobbies which introduce them to a variety of situations and
people. How do you feel that your life experiences Influenced
your success at UMass? Please circle one:
1 -helped me
2 -had mixed influence (helped in some ways, hindered in
others
)
3 -hindered me
4 -had no influence
Part VII . Because they are obviously older, adult students may
attract special attention. Please circle the number which
shows how you feel about each statement.
70. Teachers like to have adult students in their classes.
strongly
disagree
1 2
strongly
agree
71. Most teachers at UMass don't like students who ask too many
questions
.
strongly
disagree
1 2
strongly
agree
72. I was very aware that some of my teachers were the same age
or younger than I was.
strongly
disagree
1 2
strongly
agree
73. Circle the number of the item below which describes how much
you learned when the teacher was younger than you were.
1 -usually learned more than other classes
2 -age of the teacher made no difference
3 -usually did not learn as much as other classes
4 -didn't have any younger teachers
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74.
Circle the number of the item below which describes how you
liked classes where the teacher was younger than you were.
1 -usually liked those classes
2 -age of teacher made no difference
3 -usually did not like those classes
4 -didn't have any younger teachers
75.
Please circle the item which describes how many classes you
had where the teacher was the same age or younger than you
were.
1 -none
2 -only one or two
3 -several
4 -many
5 -most or all
6 -I never noticed
76.
Faculty at UMass usually treat adult students; (please circle
one
)
1 -much less favorably than younger students
2 -less favorably than younger students
3 -the same as younger students
4 -more favorably than younger students
5 -much more favorably than younger students
6 -I never noticed
77.
Teachers are glad to have students bring up their personal
ex^serience in class discussion. (Please circle one number. }
strongly
disagree
1
strongly
agree
52 3 4
78.
Most faculty I met at UMass were prejudiced against older
students.
strongly
disagree
1 2 3 4
strongly
agree
5
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79. Circle the number of the item that tells how faculty crade
older students as compared to younger students.
1 -usually younger students are graded harder than older
students for the same class
2 -usually all students are graded the same in classes
3 -usually older students are graded harder than younger
students in the same class
4 -I never noticed
The next questions ask about your exj^erience when most students
were younger than you were.
30. The items below describe how you might have felt a'oout takin
classes with students who were younger than you were. rleas
circle one. In general I:
1 -disliked it very much
2 -disliked it
3 -never noticed the age of other students
4 -liked it
5 -liked it very much
SI. If I had to work with someone else on a project for a class I
preferred to work with another older student.
strongly strongly
disagree agree
1 2 3 4 5
32. uutside of classes I usually found that: (please circle one)
1 -younger students were harder to get to know than other
older students
2 -older students were harder to get to know than younger
students
3 -I did not find much difference
4 —I did not get to know many other students
tn
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r-lease circle oneE-lease indicate how often you did each activity,land only one) number for each item.
rarely
or
never
33. went to coffee
with another student
between classes 1
84. met another student
to socialize off
ca-Tipus 1
85. went to movies, plays
or other recreational
activities on campus 1
86. participated in club,
society or volunteer
organization on campus 1
87. n-.et with other students
to study, prepare pro-
jects or do class pre-
sentations 1
about about about almost
once a once a once a every
semester month
-week day
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
68. In classes where there were older students, discussions there
were better. (Circle one number)
strongly
disagree
1 2
strongly
agree
89. The age of the students in a class makes no difference as to
how much I learned.
strongly
disagree
1 2
strongly
agree
90. If it were possible, I'd prefer to take classes only with students
my own age.
strongly strongly
disagree agree
1 2 3 4 5
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Part VIII. The next questions ash
academic information,
indicates how you feel
about getting advising and
Please circle the number that
about the statement.
91. Faculty in my major depart.ment were almost always willing to
spend time giving me advice on courses, career possibilities,
etc.
,
when I ashed.
strongly strongly
disagree agree
1 2 3 4 5
Please circle the number which indicates how frequently you used
each of the sources of information listed below when you were looh-
ing for advice while you were at UMass. Circle one in each row .
often occasionally never
92. UMass publications lihe
course description guides,
undergraduate catalogues
93. departmental faculty advisor
94. CA5IAC
95. CA05
96. iverywoman ' s Center
97. Veteran’s Affairs Office
96. other students
99. another source
(please describes
1
1
1
1
1
]_
1
1
2
2
2
2
2
2
2
2
3
3
3
3
3
3
3
3
)
100. Generally it was hard to find good advice about requirements
and registration at UMass.
strongly
disagree
1 2
strongly
agree
101. Most faculty in departments besides my major resented answering
questions about anything but the courses they taught.
strongly
disagree
1
strongly
agree
52 3 4
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Fart IX. Health may influence a student's success in school. The
next questions asX about your health while you were at
UMas s
.
102.
Generally, I would describe my health as:
poor excellent
1 2 3 4 5
103.
Vlease circle the number of the item below which describes
the frequency with which you had minor health problems la
cold, the flu, a sore throat, etc.) while you were at U!-lass:
1 -rarely or never
2 -about once per semester
3 -several times each semester
4 -about once each month
5 -almost constantly
104.
Please circle the item which shows the frequency with which
you had ma 1or health problems (major illness, broken bones,
surgery, etc. )
t
1 -rarely or never
2 -about once per semester
3 -several times per semester
4 -about once per month
5 -almost constantly
105.
Please circle the number which shows the frequency with which
you missed a day of classes for any reason lyour own illness,
illness in family, car trouble, didn't want to go, etc.)
during vour last year at UXass,
1 -rarely or never
2 -about once per semester
3 -several times per semester
4 -about once per month
5 -about once per week
6 -several times per week, or more often
106.
Ky eyesight in normal circumstances is:
poor
1 2 3 4
excellent
5
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.
loa.
109
.
110
.
111 .
112 .
113 .
114.
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My eyesight in special situations like lecture halls and
classrooms is
<
poor12 3 excellent4 5
My hearing in normal conversation is;
poor12 3 4 excellent5
My hearing in special situations like lecture halls and
classrooms is;
poor excellent
1 2 3 4 5
Do you, or should you, wear glasses for reading? -lease
circle one.
1 -yes
2 -no '
JO you, or should you, wear glasses for seeing at a distance?
Please circle one.
1 -yes
2 -no
Do you, or should you, wear a hearing aid? Please circle one.
1 -yes
2 -no
Do you, or should you, use an aid to get around (a cane,
wheelchair, crutches)? Please circle one.
1 -yes
2 -no
r.ow would you describe your ability to be generally
physically active?
poor
1 2
excellent
3 4 5
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115. When I was a student at UMass my health was: (please circle
one)
1 -a great hindrance to my success
2 -a hindrance to my success
3 -not influential in my success
4 -helpful to my success
5 -a great help to my success
* *
Please use the space below and additional pages to add any
comments you have about 1) your experience at UMass or
2) this questionnaire. Thanks very much for your help.
appendix b
COMPLETE RESPONSES TO ITEM 35 ON THE QUESTIONNAIRE
"If there were any other critical factors affecting yourdecision to return to school please describe them briefly."
002 - To gain a broader education, gain new insights,
greater cross cultural exposure, experience other life
styles
.
003 - Retired from USAF after 23 years of active duty.
011 - My prime reason was that I felt my degree would
enable me to get a job that would be somewhat enjoyable
and very challenging rather than the waitressing I had
been doing for years.
012 - A need to exercise my mind in an academic environ-
ment (and improve m.y spelling) .
013-1 just decided it was time for m.e to continue my
education so I'd be in a better position to support my
son.
014 - Change of occupation to less dangerous because
of eventual loss of feeling in head because of surgery.
015-1 had been waiting from the time my younger child
was born until he was old enough to go to kindergarten.
017 - I wanted to better myself; hopefully, within the
next few years I will begin on a master's program..
019 - Desire to complete degree requirements was and
remains quite strong for practical, economic, social
reasons. Idea of every person who has a college degree
as being "intelligent" repeatedly debunked. Often
encountered degreed idiots with superior income.
025 - When started—self-supporting, supporting 1 child
with some child support. Worked with insurance company
and became quite frustrated. Program of loans, work
study and grant (CUNH) made school possible. So most
critical factor was money and dead end job.
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026 - Employment competition and my own self-esteem.
029 - Lack of stimulation and meaningful work.
035 - Society and my ability to cope with.
041 - To become an elementary teacher.
^ fslt that, without an education and degree, I
would always have to have jobs which ended in boredom
and low pay.
053 — I had a very definite goal objective.
055 - Better job potential.
056 - I wanted to be a certified teacher, state of Mass,
i felt this would aid me and my family.
058 - Better paying job.
067 - Dissatisfaction with where future was leading.
070 - (1) I hated my job and thought education might
get me out. (2) I enjoy being a student.
073 - Just personal satisfaction of accomplishing v;hat
I set out to do.
080 - I found (field) job I could easily relate to and
enjoy.
086 - I wanted the diploma and certificate.
088 - I returned to school because I was doing boring
repetitive work and wished to do something interesting.
096 - 1) Curiosity about sciences— I had been a hum.an-
ities major; 2) personal desire to continue learning
and discovering; 3) question of changing profession
(from elementary teaching to the sciences).
099 - The call of my Religious Community and the Church
for me to study for the Priesthood.
100 - I was pregnant during the first semester I returned
to school— the short day was ideal for my new baby in
the 2nd semester.
101 - I had a series of jobs that paid less than I
thought I need.
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104 — Financial problems so I waited until I could get
employment on campus, to become eligible for tuition
waiver
.
107 - It was important to me to be free from a husband
who thought I couldn't make it on my own. Much happiness
came to me and more freedom, respect were mine when I
showed him, by graduating and getting a job.
Ill - It meant that I would have to devote time to
study and commuting rather than work with people.
114 - Desire to finish college.
116 “ I found that I was discrim.inated against because
I am in a wheelchair when working before going to
college
.
121 - Police Career Incentive Program.
127 - A matter of pride to finish a degree I had started
6 years previous.
141 - My only educational experience was in a field I
finally decided I didn't like. I wanted to change to
som.ething that really interested me.
145 - Organizational changes in employment resulted in
a bleak future.
154 - I had enjoyed continuing my education, until my
encounter with UMass.
155 - Intellectual fulfillment.
156 - I felt a very strong social pressure to be listed
among "college graduates."
158 - To get my degree in business.
161 - Personal need to complete B.A. at that time.
162 - My return started out part time as an enrichment,
but then a desire to give it more focus led me into a
degree program - Special Education.
169 - Divorce and the need to become totally self-sup-
porting (long term) and to support ray children.
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®®tisfaction in my present work situationin addition to an unhappy marital situation were majorfactors in my decision.174
- The factors of going fr. fairly good job toincome than national poverty level.
lower
175
- To get my degree.
176
- Returned to take advantage of the G.I. Bill.
178 - Thought (erroneously) that a degree in Sp. Ed.
would gurantee me a job.
179 - Divorce - no job security and low pay at job I
was in at General Electric as secretary — Wanted more
in life than that and deep desire and need to learn.
183 - It was just something I felt I had to do. I
was very eager to keep up with my husband's intellec-
tual growth and wanted my children to be proud of me.
I also had a need to learn about the world.
187 - I applied to Mass. Rehab for financial assistance.
I would not have been able to attend without this help.
192 - expansion of knowledge base.
198-1 wanted to become involved with the outside world
(outside the home) and to better myself as a person and
as a supporter of my family.
199 - Wanted to learn about Economics and felt we would
not be able to do it outside of school; also knew there
would be good radical Econ people in the Econ Dept.
201 - Need to grow in this field Dance Therapy using
Social Dance and desire to earn living in Social VJork
made me aware a formal education means more to some
programs--while work and abilities experience on job etc.
mean very little without degree.
203 - No one in my family which is of Armenian low income
factor ever graduated from college. I wanted a good
education, job opportunities and to make my grandparents,
who raised me, proud of me.
209 - Returning to school was suggested by friends as
a means to extend a vacation after returning from Vietnam.
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that I was qualified for were not monetarily
f
family; Welfare was keepinc mestagnant, further education was my only recourse.
218 - A college education is very important to makedecent living. a
220 - I wanted to set a good example for my daughter--
to show her that even a "half-breed" "welfare mother"
could get up off her knees and be able to earn a decentliving for us, but it hasn't worked out that way.
224 - Career ambition.
225 - I simply was decided to finish my education.
228 - I wanted to enjoy my job rather than mark time
in financial comfort until retirement.
229 - Upgrade my education, for a better work position
and salary and living condition.
232 - My military training and skills were insufficient
due to lack of practical experience.
239 - Want to go to medical school.
242 - Personal satisfaction - Did not expect to capi-
talize on education.
244 - Navy experience, parental indoctrination.
248 - Attending college allowed me to go from enlisted
status to officer status in the U.S. Air Force.
249 - Because I worked in Hartford and most credits
were class related, commuting became a problem—once
I became injured in a car accident.
250 - Leaving the security of a full-time job was the
most critical decision, plus doubts about ability to
achieve good grades in science.
251 - Disaffection with occupation. Desire to finish
school and open up job opportunities.
252 - 1) Training for jobs; 2) Status as college grad;
3) Respect of parents and relatives; 4) Personal satis-
faction and an interest in the world and learning.
228
254 - Did not want to waste my opportunity to use the
G.I. Bill.
257 - Frustration of 5-6 years in menial labor, and psy-
chological release of emotional trauma associated with
Vietnam experience.
259 - Curiosity and the need for a stimulating change
in my life.
262 - Personal satisfaction and a need to solidify my
experiences and give better direction to my life.
267 - G.I. Bill, could not have finished without it.
269 - To get competitive advantage in jobs market.
270 - There were none— the opportunity for my attending
was present, the means of attendance was present (G.I.
bill)
,
I put both to use.
271 - I sav; how an education could help your income and
job type in later life.
272 - The women's movement = learning a profession to
allow me greater flexibility (and greater earnings) allowing
me to combine roles of breadwinner and mother. I don't
want to spend my life in a second-rate boring job working
for someone else.
280 - I got paid to go through the G.I. Bill.
282 - Ambition/desire for credentials that would allow
me greater flexibility in job market.
284 - Never wanted to leave, drafted.
288 - I couldn't find employment anywhere.
299 - Self-confidence - a desire to know more about my
field (early childhood education) and a broader educa-
tional base.
302 - I enjoy learning new things immensely.
304 - The trend in nursing in the B.S. in nursing hope-
fully by 1985. So today there is prestige when one can
sign name with R.N., B.S. Also the majority of Nurse
Practitioners have their degree as a pre-requisite to be
enrolled in program..
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306 - Desire to learn about our earth, nature, etc.
308 - The social pressure of having earned a degree.
309 - I knew I was capable of handling a nore intelligentjob than housekeeping and the only way to prove it was
to find what occupation I liked and study for it. Also
there is security if my husband should be unable to work.
311 - Returned to school as part of the USNC College
Degree Program which was available provided I could com-
plete degree requirements within 21 months.
327 - Desire to earn B.A. in Education and to be certified.
331 - Basic stupidity.
334 - I wanted a degree, and I felt I could earn same
with the background I had the initiative to work tov;ard
such
.
340 - I had a problem getting back in to school because
I did not have a High School Diploma. Took the series
of 5 tests and was still extremely difficult. I had to
go to prep school for 4 months offered at UMass/Boston
.
347 - I became very disillusioned with my work and so
decided to go back to school full-time.
351 - The need for a degree in any field is overstated
as far as any job is concerned. But I don't think it
would have helped because of the economy.
355 - I am deaf — for many years I did not have much
faith in myself, I didn't think I could do it. The
challenge 1 guess to see if my brain works ok I
359 - Desire for personal growth.
362 - In order to gain dignity, sell-being, etc.
372 - I had always wanted to return to college as I
believe a broad general education is important in be-
ginning to understand oneself and the world one lives in.
372 - Registration in my field requires a B.S.
381 - G.I. Bill.
383 - Refuse to spend my life on welfare, or at a tedious
or unmeaningful job.
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388 - Ego, upward and lateral mobility in career field,
and idealistic settings effect on self-reflection in
relation to day to day life.
391 - Curiosity and a desire for a more interesting
and challenging profession.
396 - To find a new career. Get a degree. Children
were finally all in school.
398 - Had been secretary for 9 years. Couldn't take
it any longer. VJished to learn about other things and
find other source of employment.
400 - I wanted to use my bilingual-bicultural background
to serve in further vocational development.
411 - Wanted to finish what I had started years ago,
wanted a salary commensurate with my ability (needed
that piece of paper = diploma)
.
418 - In retrospect I would circle #3, however, for the
time period indicated #1 is most accurate.
414-1 v/as laid off from my job.
416 - To complete my degree work.
418 - (1) I had dropped out of college 7 years before
(2) Dissatisfied with job.
420 - To personally educate myself in subjects that I
had little if any knowledge of. To become an aware and
educated adult.
422 - Desire for it to be, this time, a primary— i.e.
full time involvement, around which other concerns would
be arranged.
424 - To find the reasons and facts of life through an
educational experience and to have a permission (bachelor s
degree) for a professional job.
426 - I just wanted a subsistance level of income.
430 - I felt the experiences to be had both socially
and academically were (and are) invaluable. Something
everyone should have an opportunity to experience.
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436 - I had wanted to be in school since I graduated
from High School, but was unable financially — wanted to
return to school during my entire marriage but could not
due to marriage, work and child.
584 - Requirement by Dept, of Army that all Commissioned
Officers have a bachelors degree as a minimum.
730 - A better chance to find the "right" job in the
geographical location of my choice.
732 - I was just separating from my husband & knew
that I had to complete school in order to support
myself & family in any way near the style we were
accustomed. Also UMass gave me a protective few years
before I had to lunge into the world.
733 - Started back when husband had good job and I had
a years residency again. 1st time. 2nd time, needed
requirements for chir. sch.
APPENDIX C
COMPLETE RESPONSES TO THE FINAL ITEM ON
THE QUESTIONNAIRE
"Please use the space below and additional pages to add
any comments you have about 1) your experience at UMass
or 2) this questionnaire."
002 - Most comments are appended to the questions to
which they apply. Expression of experience at UMass is
at this time better verbal than written. For further
discussion, call or write to address of record. I find
this project very interesting and its results could
be of great benefit to many older students.
003 - Please keep your two dollars. I assume that this
little project is being conducted on some kind of edu-
cational grant, so, at least we can save the poor
Massachusetts tax-paying public that much I (Generally,
such grants seem to go to those who do not really need
themi) May I suggest, the next time you write a letter
to some one requesting assistance, you cut down on the
use of the pronoun "I" when you start your paragraphs.
(Just a thoughti) Someone might jump to the conclusion
that you were a bit young--and, somewhat self-centered.
Good luck with your "education."
009 - My program, at school was very individualized and
my home and work helped to support me. It was hard but
not the problem it m.ight be for som.e.
010 - Kang on to your check; and the best of luck on
your project.
011 - I feel that your questionnaire is excellent, but
may exclude the confusion sometimes felt by an older
person at UMass. So many societal pressures convince
us that "success" (whatever that annoying word means)
is somehow connected to a degree. I 'mi afraid that I
may not be a good candidate for this questionnaire, since
I'm no longer certain that the garbage that academia spews
forth is the solution to anything. On my second time
around, there v/as a definite change in my attitude toward
UMass
—
just jaded I guess.
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012 - I enjoyed my experience and was, overall, impressedinterest in students who were interested inthe subject being taught. The faculty was generallyfar more
_ tolerant of many students (myself included)
and working conditions than I myself might have been
under similar circumstances. My major was poly sci and
I had relatively few courses outside that field.
~ I 3.m only 5 '2" and very small, also luckily
I look younger than
,
I am. This fact made me feel, and
be treated, like a younger student at UMass. It gave
me a positive attitude but no special treatment. I enjoyed
UMass and feel good about having graduated, but finding
a job certainly hasn't become any easier because of it I
(2) Your questionnaire seems quite complete and I'm glad
to see someone looking into the problems of the older
students. I feel it's very important. Thank you for
including me.
015 - I am coordinator of the Poor V7omen ' s Task Force
at Everywom.an ' s Center. I took the job to reorganize
the Task Force (which until July '76 was student run)
and attempt to provide services for single, older women
with children at UMass. We've had tremendous success
in the last year, especially in the areas of Financial
Aid, part time student status, and housing on campus
for single parents by meeting regularly with admini-
strators and repeatedly reminding them of the particular
needs of older single parents. I would be particularly
interested in seeing a copy of your findings (or extracts
from your dissertation) and should you wish further infor-
mation please feel free to contact me either at EWC or
at home.
017 - Please don't bother with the $2.00. I hope my
comments were helpful and I am happy to participate.
Even though I am enrolled in Continuing Ed now, it is
only one course per sem.ester so I really don't consider
myself a student; therefore, I v;ent ahead and completed
the questionnaire. Good luck with your work.
019 - Most core requirements are disheartening to contend
with. Core requirements should be abolished entirely.
120 credits for a baccalaureate degree is a condemcuation
of the quest for knowledge into a numJaers gam.e. There
should be no limit on the number of Pass/Fail courses
a student can take. Examinations should not be required
if a project, presentation or paper can sufficiently
^
demonstrate subject competence. Incomplete being averaged
as failure is grossly inaccurate and unfair. UMass com.puter
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